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Abstract
In this action research project, I set out to investigate the reading habits of Hispanic and
current- or former English Language Learners in high school. Research questions included: Do
Hispanic and ELL students read for pleasure, and if so, how much? What are they reading? Are
they reading in English or Spanish, or both? How important is it to these readers that they have
characters and authors that look like them? What are their obstacles to reading? And what would
encourage them to read more? To answer these questions, I conducted a survey in one northeast
Salem school. Nine students participated, and two were interviewed. Results indicated that
Hispanic and former ELL students read with the same range of frequency, amount, and
complexity as their peers, following national trends. Seventy-five percent of former ELL
students continue to read in their first languages. Surprisingly, students showed little to no
interest in reading books by authors of color, while they preferred modern books with “relatable”
characters. I speculate on these results and discuss implications for teaching.
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Chapter 1:
Knowledge Is Power: A Teaching Philosophy to Empower Students
Since 2004, I have taught students with a wide variety of ages, skill levels, and
backgrounds: from elementary school children to mature adults; from dedicated theatre majors to
casual walk-ins; from shiny freshmen to recently-released inmates. No matter the setting or the
group, I have three overriding teaching principles that I strive to meet: (1) meet the students
where they are; (2) create a space where students feel comfortable enough to take risks; and (3)
constantly ask questions. I settled on these three principles after many years of practical teaching
experience, with additional support from pedagogical theory and educational psychology. I find
that these principles not only help create an active and engaged classroom, but they support a
diversity of student learners and reach towards positive outcomes for social justice. While
separate ideas on paper, these three principles intermingle in practice and come together to
support the same goal: training students to become informed, confident, and critical citizens. It is
to that end that I direct the primary research question of this action research project, which is,
“what are the reading habits of Latinx students in Salem-area high schools?” Learning more about
the students I currently teach will help me fulfill my goal of meeting students where they are.
However, before I dive into that question, I will first explore the three principles behind my
teaching philosophy.
Teaching Philosophy
You Buy Tickets at the Box Office: Meeting Students Where They Are
My first principle is to meet the students where they are. Pedagogically speaking,
“meeting students where they are” follows constructivism, which is the theory that learners build
upon prior knowledge by constructing their own interpretations of the world, sometimes with
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expert guidance (Ormrod, 2016, p. 158). In the classroom, this means starting at the skill level
students actually have, not the skill level I want them to have, and then providing the scaffolding
to reach the next step. This means engaging with students by activating their prior knowledge,
sometimes as simply as asking, “what do you already know?” which can also help students
organize new information into a format they can understand, remember, and retrieve later
(Ormrod, 2016, p. 212). By starting where students are, and adding my own expert guidance, we
also hit the sweet spot of what Vygotsky called “the zone of proximal development,” where
students are challenged just enough, without being overwhelmed (Ormrod, p. 307).
While “meeting students where they are” has substantial pedagogical backing, I initially
learned this lesson the hard way my first year teaching at a community college. Not only was I
surprised by students continuously asking me about things outside of my subject area, such as
how to apply for financial aid, but there was one adult student in particular who absolutely could
not figure out how to purchase a ticket to watch a play for acting class. He was so confused by
this process that he ended up randomly buying a ticket for a concert. I was baffled, until I
remembered that his day job was selling meat for a living: he literally sold meat door-to-door out
of the back of a van. This person could not student because he had no picture in his head at all of
what a “good student” looked like. I realized that it actually was my job to show this grown man
how to buy a ticket for a play. Even though my subject matter might be Drama or Language Arts,
what I am really teaching are students, who need just as much guidance with life skills as with
content. When thinking about how many of our current high school students come from poverty,
or struggle with English, or hail from any background other than white, middle-class America,
teaching the rules of how to be a “good student” also becomes a matter of social justice.
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Creating a Safe Space: First, Make a Roux
Secondly, I strive to create a classroom atmosphere in which students feel safe enough
to take risks, which they must do in order to truly learn. This “safe space” is such an essential
ingredient for most classroom activities, from sheltered instruction to motivational approaches,
that many pedagogical writers assumed that it has already happened. However, it is a bit like the
first step in a stove-top recipe that simply says, “first, make a roux”: But how does one make a
roux? In the case of making a safe space, it is not magic; rather, it is a deliberate process that
begins with me showing respect to my students. I treat all of my students first as people and
second as emerging scholars and artists with a diverse set of skills and talents. An important part
of this respect is for me, the instructor, to not make assumptions: about what students know,
about their previous life experiences, about their gender and sexuality, about their resources at
home. One cannot tell by looking about any of those factors, but they are also critical
information for me to be able to meet them where they are. There are ways to find out, both
collectively or individually, and with confidentiality, about all of those things. But first, if I want
my students to respect me, I need to respect them by approaching the class from a position of
non-judgement and openness.
More importantly, students not only need to trust me, but they also need to trust and
respect each other. In an acting class, which requires a great deal of vulnerability and emotional
risk, the necessity for this trust is obvious. However, even in an academic class, students still
take risks every time they raise their hand or share their work with a table group. Step one of
establishing this mutual trust is not for me to learn student names (which I try to master by the
second day), but to make sure that they learn each other’s names. It is hard to open up to a
“stranger,” after all. The second step is to create shared experiences and interactions that will
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give them a common story. In an acting class, I will sometimes take two or three weeks just for
the students to learn how to play with each other. This takes time at the beginning, but it pays off
ten-fold by the end. I know I have succeeded when students actively talk to each other when they
come into class (rather than hiding behind their phones), or when they linger in groups in the
hallway after class.
This atmosphere of safety has much less to do with whether they respect their instructor,
but the relationships they form with each other. Therefore, I see myself as a facilitator who
creates a space of learning. Academically speaking, I do not see myself as the font of knowledge,
but as a guide who allows students to discover their own truth about the world. This approach is
rooted in the structuralist and post-structuralist traditions, which sees learning as a “biologically
enabled, culturally conditioned, and socially situated experience” (Davis, 2009, pg. 133). In other
words, I see students as living in their physical bodies, shaped by their cultural and material
conditions, and interdependent with their peers. I cannot force them to learn anything; I can only
create the conditions whereby learning can take place. Or as education scholar and theorist Freire
puts it, “to teach is not to transfer knowledge but to create possibilities for the production or
construction of knowledge” (1968, p. 30). I do this by offering what Dewey would call “welltimed interpretive assistance” rather than top-down instruction (Davis, p. 134). More
specifically, once I create an atmosphere of safety, I very gently push students out of it—by
asking questions.
What Do You Think? Teaching Through Questions
I find that I am compelled to teach—whether in a large lecture hall or an intimate
seminar—by continually asking questions. My favorite question to ask is “why”: Why do you
think that? Why do you believe what you believe? I am loathe to provide a “right” answer, and
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would rather interrogate a students’ own thought process than shut down thinking by providing
the “correct” solution. On the surface, one could call this method Socratic, which is to say,
posing a series of questions “intended to prompt learners to realize their own misconceptions or
bolster their existing understandings” (Davis, p. 55). And indeed, constantly digging into “why?”
can either highlight flaws in a student’s thinking or challenge them to present evidence to back
up their claim. This challenge is akin to Piaget’s concept of creating disequilibrium: in asking, I
push students out of balance, which forces them to attempt to reconcile the question with what
they think they know, and so come to a synthesis (Ormrod, p. 281). In another sense, this asking
of questions follows the mystic tradition of “pulling out” information from the learner, rather
than “pouring” pure facts into an empty vessel (Davis, p. 56). No matter the framework, my goal
is the same: encouraging students to think for themselves, as in a growth mindset.
Carol Dweck’s growth mindset asserts that the human capacity to learn is not set; rather,
humans get better at learning with deliberate and sustained effort (Downing, 2017, p. 191). Or as
Sousa (2017) puts is, “the brain that does the work is the brain that learns” (p. 141). This is
opposed to a fixed mindset, in which the learner believes that they are born with intelligence or
skill in an unchanging amount. By turning questions back onto students, I force them to process
concepts through their own brains. If the brain is a muscle, as in the growth mindset metaphor,
allowing students to do their own work gives them a workout. For the same reason, I am a huge
fan of student-centered learning. Sometimes it is necessary to simply lecture; in which case,
asking questions—about their prior knowledge, about what they remember from the reading,
about connections to other subjects, about they guess will happen next—still keeps students on
their toes and actively listening. Beyond that, any chance to get the students working on their
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own—through group projects, or jigsaws, or something as simple as a think-pair-share—is vastly
preferable to me yakking at them.
Sometimes, direct instruction—pointing to the answer—is necessary (as in explaining
how to buy theatre tickets). It is can also be necessary to simply share information (that is to say,
lecture), especially when introducing entirely new concepts. However, that is not where my joy
as a teacher lies, and I move as quickly as possible to return to my role as a facilitator. My job is
not to tell them what to think; rather, my job is to get them to think. This has everything to do
with my ultimate goal as an educator. By asking questions—and allowing students to answer—I
am granting them their own agency, or at least, I am allowing them to practice using the agency
they will need to wield later as critically-thinking citizens.
Critical Thinking/Critical Citizens: Is There a Politics in This Classroom?
Community theatre (where I spend a lot of my time after hours) has a tendency to shy
away from what people consider “political” plays. What many theatre artists (and audiences) do
not realize is that all plays are political; or rather, all plays have a political position: Either they
enforce the status quo (as in Oklahoma) or fight against it (as in Hamilton). The same is true with
any classroom. Sharp and Green (1975) assert that “the authors assume all education to be in its
implications a political process” (p. x). Apple and King (1977) ask pointedly, “whose meanings
are collected and distributed through the overt and hidden curricula in schools?” (p. 343),
implying, of course, that some people’s meanings are privileged above others. Yosso (2005)
responds that it is explicitly knowledges of white, middle class culture that “are considered
capital valuable to a hierarchical society” (p. 70). Applebee (1992), reporting on a survey of
literature taught in high school classrooms in the early 1990s, confirms that authors of color
made up only 7% of required reading, while women authors made up only 16% (p. 28). Straight,
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white, and male are also subjective positions, even if they are the default settings. Classrooms
have a politics whether we like it or not. The question is, what do we want those politics to be?
I am highly aware that as a straight, white, able-bodied male myself that I speak from a
position of privilege on many levels. However, I am also aware that straightness is just a place
on a spectrum, that whiteness is also a race that has been socially constructed, and that male does
not automatically mean “correct” or “better,” even if that label has historically come with great
power. I consider myself very strongly feminist and try to enforce an atmosphere of equity for
both myself and my students. I pay careful attention to the content of my classes, deliberately
choosing female and non-white authors for course texts as well as play productions. Whose
stories are told matters, whether in a history book, a literature class, or on stage. It is important
that students see themselves on stage or in literature, as well as learning to see through the eyes
of others. As a classroom teacher, I have the power to choose stories that will empower my
students.
My response to “whose politics?” is that I am always on the side of the people, or in this
case, I am on the side of my students. What will make them not only successful graduates, but
responsible, discerning, and compassionate citizens? In other words, what will turn them into
critical thinkers? All students need the ability to challenge sources, synthesize complex
arguments, and come to their own conclusions. I believe that I can steer them in this direction,
first, by meeting them where they are; second, by creating an environment in which they are
comfortable enough to take risks; and third, by asking a series of provocative questions that
challenge them to examine their own way of thinking.
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Philosophy in Action: Investigating Local Students
All three of my teaching principles come together to form the basis of this action research
project, which also serves to meet the needs of my current pre-service teaching assignment. To
elaborate, “meeting students where they are” is also about supporting the diversity of our student
body. For my pre-service practicum, I am currently placed within the Salem-Keizer School
District at a high school in northeast Salem, Oregon. District-wide, the overall student population
is 42% Hispanic (although only 9% of teachers are Hispanic) (Oregon, 2019). In some northeast
Salem high schools, the Hispanic population is as high as 64%, with a commensurate 64% being
current- or former English Language Learners (ELLs). Although these may be not be exactly the
same students, the sheer numbers indicate that there must be substantial overlap. No matter
where I end up teaching in Salem—or even across Oregon—the percentage of Hispanic/Latinx
students and current or former English Language Learners is going to be high.
In contrast, the canon of high school English literature is overwhelmingly white and
male. Applebee’s 1992 survey of English literature taught in 650 junior- and high schools in the
1988–89 school year found that the percentage of female authors taught was only 16%, while the
percentage of non-white authors was a mere 7% (p. 28; see Table 1). Stallworth and Gibbons
(2006) conducted a similar survey of 72 Alabama schools twenty-four years later (the 2002–04
school years), and found that the most frequently taught works had hardly changed (p. 482). Of
the top 10 most-taught novel-length works in 2002, seven were identical to Applebee’s list, while
the other three were also by white men (p. 482, see Table 2). Peel (2017) reports that the
implementation of the Common Core only solidified the canon further:
The text sets used in the first administration (2015) of the PARCC [Partnership for
Assessment of Readiness for College and Careers exam] for 9th, 10th and 11th graders
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are overwhelmed by the work of White, Western male authors (Shakespeare, Franklin,
Chekhov, Twain, de Maupassant, Dreiser). If not for one story by Peruvian author José
Ortega, the test could have been pulled directly from a hundred-year-old English
text-book left sitting on the library discard pile. (Peel, 2017, p. 107, emphasis added).
Clearly, the canon of high school English literature is incredibly endurable, if not tenacious, as is
its vast under-representation of Oregon’s current student population.
Table 1: Applebee (1992, p. 28). Most Frequently Required Titles, Grades 9–12.

Table 2: Stallworth & Gibbons (2006, p. 481). The Top 10 Most Frequently Mentioned Titles.
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Freire asserts that we need to connect school curriculum with the “fruit of the lived
experience of these students as individuals” (p. 36). In other words: we should meet the students
where they are. Unfortunately, what we have is a mismatch between what is being taught and
who our students are. Hundred-year-old novels about the problems of rich, white people are not
going to connect to the lived experiences of low-income, Hispanic youth, especially if their daily
concerns are focused on food insecurity or the threat of school shootings. Therefore, my initial
research question was going to be an investigation into an alternative canon more representative
of—and hopefully more appealing to—our current population of students. However, since
starting my student teaching, I have encountered another challenge. Because of the nature of
distance learning during the 2020 pandemic, which has severely reduced our contact time,
combined with the particular standards scheduled for this term of the curriculum, which are
writing-centric, we have not assigned any novel-length reading to our current group of students.
This leads me to wonder if the students are doing any voluntarily reading at all.
Therefore, I have refined my research question to ask: What are the reading habits of
Hispanic and current- or former ELL high school students in the Salem-Keizer school
district? More specifically, I would like to investigate the following: Do Hispanic and ELL
students read for pleasure, and if so, how much? What are they reading? Are they reading in
English or Spanish, or both? How important is it to these readers that they have characters and
authors that look like them? What are their obstacles to reading? And perhaps most importantly,
what would encourage them to read more? My end goal in investigating these questions is to
search for trends that might reveal strategies to motivate students to read more, either through
reading selection or through classroom methodologies. If I can meet the students where they are,
I can devise a way to bring them up to the next step. From there, within the safe space of my
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classroom, I can perturb them with provocative questions into greater understandings of themselves and the world. And hopefully with this knowledge of my students, I can do more to
perturb the hegemony of white male power baked into our literary systems.

11
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Chapter 2: Literature Review
This review of literature prepares for the current investigation by examining the field of
educational scholarship along three themes: (1) Diversity and Differentiation, (2) Current
Knowledge of Adolescent Reading Habits, and (3) Strategies for Effective Instruction. All three
themes respond to my core teaching principle of reaching students where they are. The first
theme addresses the question, why is it important to worry about these particular students? The
second attempts to answer, who are these students, and what do we already know about their
reading habits? The third theme replies to the question, how can we use the data gleaned from
this investigation to help? The three themes combined set the stage for the research survey that
will be fully explained in chapter three. I will address research methods for the review of
literature in each section, with special attention to search terms in theme two.
Theme 1: Diversity and Differentiation
Why is it important to worry about these particular students, meaning current- and former
English Language Learners across Oregon, who are primarily Hispanic and Latinx? I use this
theme to situate myself philosophically and to describe the stakes of the investigation. In
particular, the evidence strongly indicates two key points: Point 1: There are gross inequities in
the American education system, especially along lines of race. Point two: We as educators
should be doing better.
The premise of the American Dream is that all people deserve an equal chance to
succeed. More specifically, in education, the landmark 1954 Supreme Court decision Brown vs.
Board of Education declared that separate schools could not be equal, thus beginning the
dismantling of segregated schools that had dominated the Jim Crow era in the United States.
However—as Kozol (1991) first pointed out, not only did racial segregation persist through the
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20th century, but the funding allotted to schools generates vastly unequal learning conditions,
even within the same school district. In his comparison of urban and suburban schools across the
country, he found that “most of the urban schools I visited were 95 to 99 percent nonwhite. In no
school that I saw anywhere in the United States were nonwhite children in large numbers truly
intermingled with white children” (Kozol, 1991, “Looking Backward”). In the non-white urban
schools, Kozol described appalling conditions, with over-crowded, understaffed rooms;
crumbling facilities; and indifferent administrators (Chapter 3). Speaking in 2015, Kozol
reasserted that “after all these years, we still are running an apartheid education system, in which
funding for schools and resources for schools are savagely unequal, and you can measure that by
any number of criteria.” The dream of equality for the black and brown students living in these
schools is far from realized.
As described in Chapter 1, Oregon is likewise segregated by geography. The most recent
Report on English Language Learners from the Oregon Department of Education (2020,
covering the 2018–19 school year) indicates that while statewide, the percentage of current- or
former ELLs is 18%, those students are unevenly distributed. The Woodburn School District
consists of 32% ever-ELLs, while other school districts run as low as 5% (p. 5). The SalemKeizer School District is a microcosm of this trend, where the percentage of ELL students runs
as low as 9% (25% Hispanic) in a south Salem high school, to as high as 64% (64% Hispanic) in
one northeast school (Oregon, 2019). This imbalance persists despite an attempt by the SalemKeizer school board to re-draw the district lines in 2018, nominally to rebalance over- and underpopulated high schools (“Boundary Adjustments,” 2019). Despite their best efforts, which
included numerous community input sessions, the following school year resulted in an even
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greater imbalance in school populations (Oregon, 2019). Anecdotal evidence1 suggests that
families (including Hispanic families) simply wanted to stay put, and they either moved across
district lines or used in-district transfers to do so. In fact, Kohler, co-chair of the redistricting task
force, admitted that parts of the school community were “not ready for this integration” (qtd. in
Pate 2019).
If families are choosing to go to certain schools, then what is the problem? Well, as we
know from Kozol (and the Supreme Court), separate is not equal. Since the Coleman Report of
1966 (aka, the Equality of Educational Opportunity Report), educators have been aware of the
“achievement gap” between white and minority-race students. In particular, the Report showed
that “African American children were several grade levels behind their white counterparts in
school (Dickinson, 2016, p. 4). This achievement gap has been traced by the National
Assessment of Educational Progress (NAEP) in annual national report cards. Even the most
recent report card (2019) shows significant differences in standardized test scores between white
students and both African Americans and Hispanics across subject areas and across grades levels
(NAEP, 2020).2 The question of “why” this disparity exists has been debated since 1966. Pedro
Noguera (2003) observes that Black students—and Black males in particular—face a decidedly
uphill battle against discrimination, insisting that “schools are sites where Black males are
marginalized and stigmatized.” Noguera argues that while structuralists blame the economy and
culturalists blame life in the inner-city, both tend not to bother actually talking to Black students.
Noguera goes on to say that schools are the primary place to learn about race, both implicitly and
explicitly, as racial identities solidify in adolescence. Unfortunately, it is at this key point that
1
2

Based on informal interviews with local teachers.
For example: For high school seniors in public schools in 2019, White students scored an average of 159 points in
math (out of 300), while Black students scored 128 (-31 points), and Hispanic students scored 137 (-22 points). In
reading, White students scored 294 (out of 500), while Black students scored 263 (-31 points) and Hispanic
students 273 (-21) (NAEP, 2020). Other years and subjects can be compared at the website.
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schools reinforce stereotypes by whom they choose to advance (generally, white students) and
whom they chose to discipline (generally, students of color).
Racial bias is no less a problem for Latinx students, especially in the area of literacy.
Murillo and Schall (2016) surveyed Latinx college students at a public university along the U.S.–
Mexico border in Texas, to inquire about their high school experiences. Spoken at-home
languages in this area include a mix of English, Spanish, and “Tex-Mex.” Murillo and Schall
report that “the region has a history of linguistic humiliation of Spanish-speaking students
through literacy instruction” (2016, p. 216), emphasizing English-only programs in school.
Consequently, “a majority of participants commented that high school classes were structured to
the point of being repressive [. . .] and that reading assignments in high school were unconnected
to their experiences and interests” (Murillo and Schall, p. 318), thereby leaving them unprepared
for college work. This unpreparedness remained in spite of “rich out-of-school literary practices,
including reading and writing for pleasure” (p. 318). Clearly, African American students are not
the only ones to face in-school discrimination.
In fact, critical race theory suggests that unequal power structures favoring white
supremacy are baked into the entire education system. As early as 1977, Apple and King insisted
that public school teaching is really the thinly veiled reinforcement of power structures,
especially those that strengthen “social and economic norms” (p. 341) They explain that
“learning the role of students is a complex activity, one that takes time and continual interaction
with institutional expectations”—expectations that reinscribe a status quo (p. 348). Therefore,
they ask pointedly, “Whose meanings are collected and distributed through the overt and hidden
curricula in schools?” (p. 343). Ladson-Billings (1998) responds that critical race theory “sees
the official school curriculum as a culturally specific artifact designed to maintain a White
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supremacist master script” (p. 18). Ladson-Billings explains that typically in public school,
stories of African Americans and other minorities are “muted and erased” (p. 18). For example,
Martin Luther King, Jr. becomes a sanitized folk hero, rather than a radical activist, while the
refrain “we are all immigrants” negates the journey of middle-passage Blacks and indigenous
peoples (18–19). In other words, racial discrimination does not have to come from specific acts
by individual teachers; rather, the bias is built-in to the superstructure of the curriculum.
Yosso updates the argument about structures of power in 2005, by asking (much like
Apple and King) “Whose Culture Has Capitol?” Critical race theory demands to know “whose
knowledge counts and whose knowledge is discounted?” (Yosso, p. 69). The assumption of
public education, Yosso explains, is that white, middle class capitol has value, while other
cultures do not (p. 76). Schools can empower, by respecting the knowledges of Black (and
brown) culture, but they usually oppress, by dismissing such domains. The problem, Yosso
argues, is deficit thinking about communities of color. Schools assume that their curriculums and
methods are fine, and that it is the students of color who need to adapt to meet the school system,
rather than the other way around (p. 75). Likewise, Berchini (2014), speaking directly to teachers
of English, cites Morell (2005), who asserted that “literary educators [are] political agents
capable of developing skills which enable academic transformation and social change” (qtd. in
Berchini, p. 247). However, Berchini goes on to argue, all too often “English teachers [. . .] are
complicit in the reproduction of racial and socioeconomic inequality all across U.S. schools” (p.
262). Rather, Berchini urges white teacher candidates—and their educators—not to
“essentialize” their whiteness (p. 264).
On the other hand, the mere presence of scholarship on the topic of racial inequity points
to an awareness of the problem and a will to correct it. In fact, the National Council for Teachers
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of English (NCTE), the premier national professional organization for English across all levels of
education, has issued position statements advocating for inclusion and equity going back over
fifty years. Most recently, in a statement on “Indigenous Peoples and People of Color (IPOC) in
English and Language Arts Materials,” from 2020, the NCTE writes that “it is essential that
[Language Arts] materials foster positive student self-images deeply rooted in a sense of
personal dignity. Additionally, school materials should also foster the development of attitudes
grounded in respect for and understanding of the diverse cultures of American society” (p. 2).
Therefore, “selective tokenism is no longer a relevant form of inclusion, and diversifying reading
and classroom materials is necessary” (p. 3). This statement argues strongly for expanding
school reading material from the canon of white, male authors we saw in chapter one to a
diversity of writers and characters that represent the readers in our classrooms. The NCTE
further admonishes book publishers to “make certain that [. . .] texts represent Indigenous
peoples and People of Color in a fashion which respects their dignity as human beings and
accurately mirrors their contributions to American culture, history, and letters (p. 3). In other
words, texts must go beyond stereotypes, as well as “heroes and holidays,” to present characters
of color as rich, realistic human beings.
Likewise, Bishop writes in “Mirrors, Windows, and Sliding Glass Doors” (1990) that
literature can either provide windows onto unknown worlds of the imagination (and real life) or
mirrors that reflect and empower the reader. Lamenting the paucity of central characters of color
across the spectrum of children’s literature, Bishop argues that “when children cannot find
themselves reflected in the books they read, or when the images they see are distorted, negative,
or laughable, they learn a powerful lesson about how they are devalued in the society of which
they are a part” (p. 1). As in critical race theory, Bishop’s point is that an all-white spectrum of
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children’s literature both reveals bias in the system and actively causes harm in young readers.
Instead, she argues, “our classrooms need to be places where all the children from all the cultures
that make up the salad bowl of American society can find their mirrors” (p. 1). Like the NCTE,
Bishop advocates for racially diverse school literature.
All told, we know that the American education system is unfortunately still segregated
between white students and students of color, and that these separate but unequal conditions
correlate with uneven national test scores. Furthermore, many scholars argue that discrimination
against student of color is built into the very structures of the curriculum. Critical race theory
argues that schools in fact support an implicit white supremacist agenda by erasing or ignoring
the histories and knowledges of African American and Hispanic cultures. However, we also
know that we can—and should—do better. The National Council of Teachers of English—along
with others—have advocated for years for the inclusion of a far greater diversity of books that
represent what our current students actually look like.
Theme 2: Adolescent Reading Habits: What We Know
The overall question of this investigation is “what are teenage Hispanic and ELL students
reading in Oregon in 2020, and how can educators encourage them to read more?” To answer
this, it is important to rehearse what we know of adolescent reading habits in general. My goal
for this section is to ask: Has this question been asked before? If so, what were the answers? If
not, how close can we get? And can we create a baseline for reading against which to compare
the present investigation? I conducted this research using the Education Full Text (formerly H.S.
Wilson) database, using the search terms “reading habits” with various combinations of “ELL,
ESOL, Gen 1.5, Latina/o/x, and Hispanic” to gain the most productive results. “Literacy” yielded
broader (and somewhat less useful) results, while combining “literacy” or “reading habits” with
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“former ELL” yielded a mere 11 results. I discarded most articles dealing with age groups
outside of adolescence or secondary education. I excluded entirely any international studies, as
the reading habits of students elsewhere in the world are not relevant to the research question. I
have also not reported back on gender differences, even though it was of major interests to some
surveys. Across the board, girls were consistently found to read with higher interest and higher
frequency than boys. Because this is “known” information, I did not find it of interest to re-report
in detail here.
The results were fruitful, without answering this exact research question. Reading and
literacy in education is a vast field. There is a multitude of research on reading related to ELLs,
but much of it focuses on methods of teaching reading to young children. Other research focuses
on adult learners. Studies that focus on Latinx students tend to be concerned with the impact of
low income or home life, especially on younger students (pre-k and kindergarten). The research
on Latinx reading habits tends to appear in much larger surveys that cross-tabulate for race (e.g.,
Twenge, Martin, and Spitzberg, 2019; Scholastic 2019). Very little has been written at all about
former-ELLs. That said, we know a great deal about the general reading habits of present-day
youth. As always, the question, “are students reading?” depends greatly on how we define
“reading” and on what kind of reading we, as researchers and educators, find valuable.
Overall Trends: Teens Are Reading Less Over Time
Several national studies reveal that, in general, students read less as they get older, and
the overall amount of reading across all demographics has declined steadily over the last 40
years. A major study conducted by Twenge, Martin, and Spitzberg (2019) tracked media use
among 8th, 10th, and 12th graders from 1976 to 2016, with a total N of over a million. Data was
collected yearly and aggregated into four-year units in their report. The data reveals that time
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spent reading has declined steadily from 1976 to the present, to be replaced first by television
and then by digital media (p. 329). For example, as you can see in Figure 1, the percentage of
12th graders who read two or more books per year or who read every day both declined
precipitously, while those who did not read at all rose significantly.
Figure 1: Reading Books and Magazines, 12th Graders, 1976–2016. (Twenge, Martin, and
Spitzberg, p. 331).
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Figure 2: Percentage of 12th Graders Reading Every Day, by Gender, Race and Socio-Economic
Status (Twenge, Martin, and Spitzberg, p 338).

Looking closer at the percentage of 12th graders who read for pleasure every day in
Figure 2, the decline is consistent across race, gender, and socio-economic status. By 2016, only
15% of white readers report reading every day, while Black readers (encouragingly) are the
highest group, at 22%. Hispanic readers, significant for this study, are the lowest group, at just
12% (p. 338). The authors theorized reasons for this decline and concluded, in part, that it is a
matter of attention economy: there is only so much brain space to go around. More specifically,
“time on digital media appears to have displaced time once spent reading and watching TV” (p.
329). It appears that there is simply no going back to the pre-digital, pre-television days of
“going outside” and reading for pleasure all the time.
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Another national survey reached similar conclusions about reading decline. The Kids &
Family Reading Report, 7th Ed. (2019), is the latest in a biennial survey produced by Scholastic,
Inc., the organization best known as the publisher of books for school-age children. The latest
report collected data from 2018 by surveying 2,758 parents, along with at least one child per
household. Overall, they found that 58% of children ages 6–17 “like” or “love” reading books
(specifically) for fun, while 52% consider reading for fun as important (p. 6). Those percentages
have remained consistent since 2010; however, the frequency of reading has declined considerably: Frequent readers (those reading 5–7 days/week) dropped from 37% to 31%, whereas
infrequent readers (reading less than one day/week) increased from 21% to 28% (p. 10).
(Twenge, Martin, and Spitzberg saw a similar decline in the same time frame, with 12th graders
who read every day dropping from 26% to 16% [p. 33—31]). A second significant trend is what
Scholastic researchers call the “decline by nine.” They write that “each edition of the report [. . .]
revealed a striking downward trend as children grow up,” specifically and consistently between
ages 8 and 9, and across the areas of enjoyment, importance, and frequency of reading (p. 6 &
11). This barrier, occurring between third or fourth grade, marks the transition between “learning
to read” and “reading to learn,” and could show a decline in interest as reading becomes “work,”
rather than play.
The Scholastic report included significant data about race. Among all ages of Hispanic
students, 28% read frequently, which is somewhat lower than the percentage of white students
(34%). However, a greater swath of Hispanic students read with moderate frequency than whites
(45% vs. 37%), while slightly fewer read infrequently (27% Hispanic vs. 29% white)
(Scholastic, “Data Appendix,” p. 2). Furthermore, nearly the same percentage of White (56%)
and Hispanic students (54%) reported “liking” or “loving” reading (Scholastic, “Data
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Appendix,” p. 3). This evidence contradicts the results of the Twenge survey, which showed
Hispanic students reading with the lowest frequency. However, where Scholastic reports data by
race, the ages are presented in aggregate; therefore, their numbers might be skewed upward by
the high percentage of young children who read at a greater frequency. Unfortunately, we cannot
glean reading patterns specifically for “12th grade Hispanic students” from this survey.
Much closer to home, Nippold, Duthie, and Larsen (2005), operating out of the
University of Oregon, conducted a survey of the leisure habits of 200 6th and 9th graders in
“lower middle income” schools in “western Oregon” (p. 93). Unfortunately, their data only
distinguishes between gender and grade, not by race, ethnicity, or language ability. In fact, they
purposely sought out students who primarily read English and are “typical achievers” (p. 93),
which would seem to exclude ELL students entirely. Their survey investigated preferred leisure
activities. Overall, reading ranked 8th on a list of 17 possible leisure activities, with 51% of all
students reporting that they “enjoy” reading (p. 97). Like the Scholastic data, this survey showed
a decline in interest as students aged: For 6th graders, reading ranked 7th on the list, with 64%
enjoying the activity, but by 9th grade, reading had dropped to 10th on the list, with only 37%
enjoying it (p. 97).
The study that comes closest to answering the research questions of the present
investigation was conducted by Hughes-Hassell & Rodge (2007) and looked specifically at the
“Leisure Reading Habits of Urban Teens.” They surveyed students from a low-income “urban
middle school in a large northeastern city,” composed of 66% Latino (sic) and 27% African
American students (p. 23). Here, the data takes a positive turn, although the questions were asked
in a slightly different way. When asked “Do you read for leisure?” fully 72% responded
positively, 22% reporting “constantly” and 50% “when they get a chance” (p. 23). When asked if
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they “enjoyed” reading, 36% of students said “yes,” while 57% said “sometimes” (p. 24). This
data roughly corresponds to the percentage of Hispanic students who read “frequently” (28%)
and “moderately” (45%) from the Scholastic report, although the metrics are not directly
comparable. Perhaps more significantly, “the majority (69%) of the students reported that they
read more than two books per month outside of school” (p. 24). This figure far outstrips the twobooks per year read by just 51% of 12th graders reported by Twenge, Martin, and Spitzberg (p.
331). The authors note that the school was five years into a reading incentive program, which
seems to have been successful. Supporting this claim is the fact that reported reading dropped
significantly during summer months, down to just 15% of boys and 20% of girls (p. 24).
Two aspects from Hughes-Hassell and Rodge’s report stand out: First, this is one of very
few surveys where the data set is majority-Hispanic students, which makes the data invaluable
for this investigation. Secondly, the results clearly show that Hispanic students can read, in high
percentages and with high frequency, even in a low-income urban school. Sadly, the authors
report that reading test scores for this school remained low, despite the high interest in pleasure
reading, which led them to speculate on reasons for the mismatch. Possibilities include that the
nature of the pleasure reading is not preparing students for more rigorous work, or that
assessments do not allow the students to demonstrate their strengths (p. 31). In any case, these
are all avenues for further exploration in the present investigation.
Overall Trends: Teens Like to Read Short Form
After the first general question, are teens reading, the next logical question is, what do
they read? The answer is, apparently, magazines. When the studies above differentiated between
preferred types of reading material, magazines invariably rose to the top of the list (Nippold,
Duthie, & Larsen, p. 93; Scholastic, p. 30; Hughes-Hassell & Rodge, p. 25), while Twenge,
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Martin, and Spitzberg combined novel- and magazine reading in most of their data. In fact, the
Scholastic scholars observed that “magazines grow in appeal as children age [. . .], are more
popular among Black children [. . .], and are the only format preferred among a greater
percentage of infrequent readers than frequent” (p. 30). In other words, as resistance to reading
rises as students age, magazines appear to become the go-to media. Hughes-Hassell and Rodge
further note that “comic books and the Internet were also favorites for leisure reading, with 44%
of the students indicating that they liked to read comic books and 37% choosing the Internet.
Books accounted for only 30% of the students’ leisure reading materials” (p. 30). Short-form of
various types seems to dominate over novels. These results raise the question about what counts
as literacy. If we only count novels as legitimate reading, then we are overlooking vast areas of
literacy in which teens engage. I am curious to know if print magazines still hold up in 2020, or
if they have been replaced by online blogs. Most of the surveys above did not distinguish
between print and electronic periodicals.
Home Life Influences Reading
In addition to frequency of reading and preferred medium, researchers have determined
that home and social life significantly impact reading habits. Knoester (2009) conducted
intensive interviews with ten urban adolescent middle school students and their parents. He
determined that reading habits are incredibly social: “Independent reading is a social practice in
significant ways, and students choose to read or not to read based on [. . .] complex questions of
identity and interest in the cultivation of particular peer and adult relationships” (677). For
example, talking about a book is often an essential part of the reading experience (p. 680), while
choosing what to read—or whether to read at all—was heavily influenced by figures at the center
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of their social circles (p. 682). Knoester concludes that “adolescents benefit if teachers view
reading as a public act” (677).
Home literacy is one area where researchers have focused specifically on Hispanic and
Latinx families, although sometimes from a deficit point-of-view, examining the effects lowincome on reading habits. For example, Wood, Fitton, and Rodriguez (2018) looked at “Home
Literacy of Dual-Language learners in Kindergarten from Low-SES Backgrounds.” They found a
direct relationship between students’ reported interest in reading and reading test scores, along
with a “significant relation between [home literacy] and children’s language abilities” (p. 1),
which confirmed predictions.
More interesting results developed from Arzubiago, Ruedo, and Monzó (2002), who
interviewed eighteen Latinx families of 3rd and 4th graders, and interpreted the results through an
“ecocultural” lens. “The main tenet of ecocultural theory,” they explain, “is that ecological and
cultural factors shape every-day family routines which in turn produce zones of proximal
development” (p. 6). Therefore, their study “recognizes learning and development of literacy as
culturally, historically, and socially mediated processes” (p. 6). Their investigation focused on
five ecoculture factors and determined that three of them had a direct impact on reading habits.
The first was nurturance: “Results indicate that the more time a family spends together, the more
the children value reading, and that as families promote values and identity, children’s selfconcept as readers also increases” (p. 11). The second was culture and language: “the more a
family involves children in literacy-related religious activities, the better the children think of
themselves as readers” (p. 12). The third factor was workload, which the researchers defined as
complexity of childcare, which they found had an inverse relationship to reading (p. 2). This
makes sense, as the more complex the childcare situation, the less potential time there would be
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for nurturance. Although this study focuses on younger children, the ecocultural factors inform
the background of future teen readers. It also reminds us, as in Knoester regarding peer
influence, that teens do not read in a vacuum,
Another interesting study comes from Davis, Gonzalez, Pollard-Durodola, Saenz, Soares,
Resendez, Zhu, and Hagan-Burke (2015), who examined home literacy among low-income
Latino families with young children. After surveying 193 families from south Texas, they
divided the population into three groups. The first group, making up 37% of families, they
labeled as “Low Beliefs, Low practices,” and consisted of very low income, low education, and
mostly Spanish-speaking households (p. 1152). This group resulted in the lowest frequency of
reading aloud to children, mostly in Spanish. The second group, making up just 16% of families,
they labeled as “Moderate Beliefs, Moderate Practices,” and consisted of low income, some
education, and few books in the home. This group resulted in a higher frequency of reading to
children out loud in a mix of English and Spanish (p. 1152). The third and largest group, at 47%,
they labeled as “High Beliefs, High Practices,” and consisted of the most books in the home, the
highest frequent of reading aloud, and the highest percentage of reading in English (p. 1152,
1158). It is curious that the researches valued reading in English higher than reading in Spanish,
when best practices strongly support first-language development (see full discussion below, in
Theme 3). However, the takeaway from this investigation is that, as the authors put it, “even
among Latino low-income households there is substantial variation in literacy and language
related beliefs and practices” (1166). In other words, “Hispanic readers” are not a monolith; there
is a diverse mix of languages, frequency, attitudes, and interest within this demographic.
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Teens (Probably) Want Books with Diversity
My last question for this section is, what do teens—especially Latinx teens—want to
read? The answer is that it is really hard to say, although the trends point toward a desire for
diversity in characters and authors. Murillo and Schall (who surveyed college-age Latinx
students), note that “students reported that the texts featured in high school were boring and that
instruction focused narrowly on test preparation” (2016, p. 321). Scholastic scholars found that
“while 70% of school-age children say they have a school library, only 56% say the school
library has enough of the books they want to read” (p. 29). This tells us that teens are often
offered books they do not like, without saying what they do like. That said, we can search for the
positive attributions we do know about:
Ro and Chen (2014) released a report called “Pleasure reading behavior and attitude of
non-academic ESL students,” although it focuses on college students and adult immigrants. The
authors compared those learning English for academic purposes with adult immigrants
acclimating to U.S. culture. They found that “first language (L1) reading correlated with L2
reading habits, and lack of time was the most selected reasons for poor reading habits” (p. 49).
These findings have potential interest if the pattern holds for former-ELL high school students,
but finding compatible data points between teens and adults might be problematic. A second
significant finding of their study was that “participants with positive attitudes toward reading
tend to read more” (p. 49), which is apparently not as intuitive a finding as one might guess,
based on the authors’ comparison study (Camiciottoli, 2001). However, this study is only
obliquely related to the present research question.
More significantly, Hughes-Hassell and Rodge asked of their students (66% Latinx, 27%
Black), “What was your favorite book when you were in elementary school? In middle school?
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What is the best book you’ve read this year?” (p. 23). They report that of the elementary-age
books, “only four multicultural titles were mentioned by 500 students” (p. 27). I speculate that
the reason for this might be a lack of access to books by diverse figures, or a general lack of
them in the industry. For favorite middle school and current titles, the authors note an increase in
authors of color, although still “few multicultural titles” (p. 27). To elaborate, “the exceptions
included two 1987 titles by Mildred Taylor (The Gold Cadillac and The Friendship); several
biographies about sports heroes, rap stars, and famous African American heroes; and six novels
set in inner-city neighborhoods” (p. 27). Of their general question, “What do you like to read
about?” the top three responses were 1. celebrities (56%), 2. sports figures (43%), 3.
people/characters like me (43%) (p. 27). Alongside typical adolescent hero worship in items one
and two, the third item suggests that these Black and Latinx readers highly valued reading about
other Black and Latinx people. Although, I should also note that ninth on the list of topics was
“people/characters a lot different from me,” at 31%, which suggest a high level of curiosity or
empathy among a certain swath of students (p. 27).
Likewise, the Scholastic researchers also reported a high interest in “diversity” among
parents and children, defined as “culturally or ethnically diverse storylines, settings or
characters” (p. 15). Significantly, the authors observed that “Black and Hispanic families overall
have the strongest views on the importance of and need for books with diversity,” at 54% and
35% (respectively), compared to 31% of all parents (“Kids & Family,” p. 7). This desire had also
increased by five points among parents and children between 2016 and 2018 (“Kids & Family,”
p. 7). Other desirable topics among children (ages 6–17) included “books to make them laugh,”
at 52%; “books that allow them to explore places and worlds they have never been,” at 40%; and
“books about topics they want to become familiar with,” at 26% (“Kids & Family,” p. 12).
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Again, what we know about children’s desires depends greatly upon how we phrase the question.
The data from both Scholastic and Hughes-Hassell & Rodge indicates that diversity is important
to young readers, although perhaps not overwhelmingly important.
Lastly, one other approach to investigating what teens want to read is looking at the
books they buy. For example, The New York Times Best Seller List section on Young Adult
Paperbacks for November 2020, includes six novels by people of color and four by women;
whereas the list from November 2019 includes five novels by people of color and also four by
women (See Tables 3 & 4). This seems to indicate a consistent desire for authors of color that
reach far outside the bounds of the traditional high school canon.
Table 3: The New York Times Bestseller List for Paperback Young Adult. November 2020.
1. We Were Liars, by E. Lockhart
2. The Book Thief, by Markus Zusak
3. Dear Martin, by Nic Stone*
4. This Book Is Anti-Racist, by Tiffany Jewell.* Illustrated by Aurélia
5. The Boy in The Striped Pajamas, by John Boyne
6. They Both Die at The End, by Adam Silvera
7. Long Way Down, by Jason Reynolds*
8. I Am Not Your Perfect Mexican Daughter, by Erika L. Sánchez*
9. All American Boys, by Jason Reynolds* and Brendan Kiely
10. An Ember in the Ashes, by Sabaa Tahir*
* = Author of Color
Table 4: The New York Times Bestseller List for Paperback Young Adult. November 2019
1. Long Way Down, by Jason Reynolds*
2. Dear Martin, by Nic Stone*
3. The Boy in the Striped Pajamas, by John Boyne
4. Looking for Alaska, by John Green
5. The Sun Is Also a Star, by Nicola Yoon*
6. I Am Not Your Perfect Mexican Daughter, by Erika L. Sánchez*
7. Turtles All the Way Down, by John Green
8. The Similars, by Rebecca Hanover
9. Salt to the Sea, by Ruta Sepetys
10. The Absolutely True Diary of a Part-Time Indian, by Sherman Alexie*
* = Author of Color
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There are some disadvantages to relying upon the New York Times Bestseller List. Most
obviously, these are aggregated, national sales of physical (as opposed to digital) books. We do
not know who is buying these books: teens, their parents, or libraries, and we do not know their
race, ethnicity, or native languages. More importantly, we do know from Hughes-Hassell and
Rodge that the vast majority of the Hispanic students they surveyed, who may not have the
available money for the purchase of new books, find their books in libraries: “the school library
(71%), the public library (53%), and the classroom (53%)” (p. 27). However, what we can count
on from the New York Times list is a general indication of popularity. And if reading is social, as
Knoester suggests, then it seems likely that those popular books will be traded and passed on.
Previous scholarship has generated a wealth of knowledge about teen reading habits,
although what we know is, of course, based on what we ask. We know that reading in general
has declined steadily over the last forty years, across all demographics. We also know that
students read less as they age, with a precipitous drop between ages eight and nine. Teens
generally prefer short-form media, such as magazines, comics, and the Internet. Social and
family life can have a profound impact on whether and how much students read, particularly
among Latinx families. Teens have a wide variety of interests in subject matter, but authors and
characters of color are of significant desirability. To the best of my knowledge, no one has
specifically investigated the reading habits of former-ELL teens.3
Theme 3: Strategies and Best Practices
With this general knowledge behind us, a third theme arises, which is, how can educators
use the potential results of the present investigation to enhance the classroom? It is worth looking

3

There is a dissertation that comes very close to this question: Griffin (2016), Motivating High School
Latina/O English Learners to Engage in Reading: An Exploratory Study. Unfortunately, only the
abstract and part of the first chapter are available from ProQuest without paying a printing fee. The
information from the abstract alone has not been useful enough to include here.
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at best practices and strategies for teaching literacy in general and English Language Learners
specifically. As ELL students pass through English language programs, a plethora of research
shows that supporting home languages helps improve a multitude of outcomes. However, after
leaving these programs, very little attention is paid to these same students. Many scholars
advocate for culturally inclusive teaching across the board, and research also shows that choice
of reading material greatly increases motivation and enjoyment. I will conclude this section with
general recommendations made by the researchers in this area.
Supporting the Learning of English
The 1974 Supreme Court case Lau v. Nichols settled in favor of the Chinese American
community in San Francisco, whose children had been forced to “sink or swim” when placed in
an all-English language environment. The case led directly to the Equal Educational Opportunities Act of 1974, which stated that “no state shall deny educational opportunities to an
individual on account of his or her race, color, sex, or national origin by [. . .] the failure of an
educational agency to take appropriate action to overcome language barriers that impede equal
participation by its students in its instructional programs.” (qtd. in Wright, 2010, emphasis
added). These two events led to the creation of programs to support English Language Learners
across the country. These programs vary widely from state to state and even within the same
district, but they can be classified into five major types: 1. “Transitional bilingual” or “immersion bilingual” programs combine instruction in the home language and in English, for various
lengths of time, eventually transitioning into full-English instruction. 2. “Two-way bilingual”
programs combine instruction in English with a second language, with the goal that all students
learn both languages. 3. “English-Only,” or ESOL (English for Speakers of Other Languages),
programs instruct only in English, but with specialized supports for English Learners, perhaps
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with pull-out or push-in services in the home language. 4. “Sheltered English” programs,
including SIOP (Sheltered Instruction Observation Protocol), offer no support for the home
language, but instruct using highly-structured English-based strategies. 5. “Newcomer” programs
provide short-term transitional supports, usually for older, immigrant children with interrupted
schooling. (Soltero, 2011, p. 72–76; Ernst-Slavit, Moore, and Maloney, 2002, p. 120).
Clearly, with this multitude of programs, there is no consensus on the “best” way to teach
English learners, and of course circumstances vary wide from student to student. The politics of
immigration and the ethnocentrism of a perceived national language also muddy the waters.
However, there is ample evidence that supporting the first language helps develop the second.
Goldenberg (2013) summarizes: “Numerous experimental studies have been conducted over the
past 40 years, and the consensus—although it is by no means unanimous—is that learning to
read in their home language helps ELs boost reading skills in English” (p. 9). This research cites
five metastudies that all conclude that bilingual education improves outcomes compared to
English-only instruction (p. 9). Although, Goldenberg notes in counterpoint, a significant 1991
study found that “quality of instruction and curriculum and the school supports needed to support
them are more important determinants of ELs achievement than language of instruction” (p. 9).
Soltero (2011) seconds Goldenberg’s support of teaching home languages in her
summary of the literature, concluding that “early literacy development should be, whenever
possible, in the language that students know best, their native language” (p. 114). Soltero adds to
the conversation by bringing in Cummins (1979), whose “interdependence hypothesis” asserts
that certain “universal” aspects of a first language can transfer and support the second (Soltero,
p. 132). For example, Soltero points out, “regardless of whether a story is in Russian, Hmong, or
French, it will have a beginning, middle, and end, as well as characters, plot, setting, problem,
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and solution” (p. 132). Soltero continues, “other examples of universal elements of literacy
include reading strategies like inferencing, predicting, summarizing, and questioning” (132).
Again, supporting proficiency in the first language develops multiple benefits to literacy in
English, even in an English Language Arts class.
Goldenberg further points out something obvious about teaching the home language,
which is often overlooked. That is, aside from any improvements in English, “there is no
controversy over the positive effects of home language instruction on home language skills” (p.
9, original emphasis). Therefore, “bilingual education helps students become bilingual—
something that is valuable for anyone, not just ELs” (p. 9). This outcome seems especially
beneficial given that one of Oregon’s avowed goals for its bilingual education program is
“promoting bilingualism / biliteracy” along with “promoting cross-cultural understanding” (U.S.
Dept of Ed, 2015, p. 34).
Supporting ELLs After Learning English
As noted in Oregon’s annual report on English Language Learners, most ELLs have
graduated out of language support programs by the time they reach high school (Oregon, 2020, p.
12), but it is the abilities and preferences of those former-ELLs that form the crux of the present
research question. What happens to those students after they enter general education is a question
of some mystery, as very little scholarship exists in this area. In fact, de Jong (2004) notes
pointedly that “the exclusion of former ELLs from program and district accountability reflects the
perception that the responsibility for meeting the needs of ELLs is that of the bilingual/ESL
teacher. Once a student is ‘fixed’ and exited from the program, mainstream teachers (expect to be
able to) treat them as native English speakers” (p. 5). de Jong’s own study shows mixed outcomes
between ESOL and bilingual programs in former-ELLs’ performance in math and science, yet “no
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significant differences were found for English language arts between the ESL and BE [bilingual
education] program” (p. 8). A more significant predictor of success was the age at which students
exited language programs; those who exited in the fourth grade fared better academically overall
compared to those who exited in the eighth grade (de Jong, p. 1).
Notably, Oregon (as well as Washington state) continues to track academic progress and
graduation rates of former ELLs in aggregate (Oregon, 2020). In some metrics for the 2018–19
school year, the performance of “ever-ELs” was actually higher than that of “never-ELs.” For
example, high school attendance rates are higher among ever-ELs by about 5% (p. 32). Graduation rates for ever-ELs are the same or even better than never-ELs, although current-ELs graduate
at a far lower rate than both (p. 33). In terms of state standards, former ELLs lag behind their
counterparts by about 12 points in both Language Arts and math (p. 28–29). However, the raw
numbers alone do not tell us what works for former ELLs or how to serve their specific needs.
One strategy to improve outcomes might be inclusive- or multicultural education. For
example, Banks, as early as 1988, described four approaches to a multicultural classroom. In the
first, Contributions, educators include the positive achievements of socially acceptable ethnic
figures in a “Heroes and Holidays” approach, frequently isolated from the rest of the curriculum,
such as Black History Month (p. 37). The Additive approach includes cross-cultural content as a
supplement to “regular” content, and is frequently presented from the point-of-view of the
dominant culture (p. 38). The Transformative approach, on the other hand, “changes the basic
assumptions of the curriculum and enables students to view concepts, issues, themes, and
problems from several ethnic perspective and points-of-view” (p. 38). The focus shifts to “the
infusion of various perspectives” rather than any one historical figure (p. 38). Finally, the Social
Action approach adds advocacy to the curriculum and challenges students to make decisions or
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take actions related to culturally-infused issues. Banks advocates especially for the lasts two
approaches, but notes that curriculum change will probably be incremental (p. 38).
In terms of English Language Arts, a multicultural approach could start by including
literary works by and about authors of color, leaning specifically towards pieces that mirror the
culture of the school population. These choices would by definition mean stepping outside of the
canon of Anglo-Saxon, male literature.
All We Are Say-ing… Is Give Kids a Choice
In addition to the selection of multicultural materials for whole-class involvement,
another effective strategy would simply be to give students a choice over their own reading
material. Research has shown repeatedly that allowing choices, especially of reading material,
increases motivation, enjoyment, and outcomes. For example, Creel (2015) determined that
when students select their own reading material, their enjoyment increases significantly. Her
review of literature revealed that students find assigned reading demotivating, boring, difficult,
and not relatable (p. 3–4). Therefore, she conducted a survey of 833 students, ages 12–18, in or
around New York City (p. 6). Participants were a “convenience sample” of mixed students, and
the data does not distinguish by race and gender. The survey revealed that when students were
assigned a book by a teacher (71.3%), 21.3% “loved it” (p. 8). On the other hand, when students
chose their own book (29%), 41% loved it—a significant increase (p. 8). The Scholastic Kids &
Family survey confirms these findings. They report that “when kids get to choose, they read.
Across demographics, the majority of kids (89%) agree their favorite books are the ones they
have picked out themselves” (p. 7). Either students naturally select books they find more
appealing, or the act of choosing itself gives them a sense of empowerment.
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The power of choice (and individuation of instruction) is confirmed by teaching practice.
Warren (2012), summarizing the positions statements of the IRA (International Reading
Association), NMSA (National Middle School Association), and NCTE (National Council of
Teachers of English), states that “One of the first recommendations in the positions is that
adolescents should have continual and explicit instruction in reading that is individually based”
(p. 1, emphasis added). Furthermore, master teachers Gallagher and Kittle, in their well-regarded
teaching guide, 180 Days (2018), include as one of their core principles that “choice drives
engagement”: “we know adolescents are more likely to invest in the deep thinking needed for
intellectual growth when given choice” (p. 12). They design their entire pedagogical year in
English Language Arts with only one whole-class book each semester, leaving all other reading
selections up to the students (p. 13). The research data, combined with the practical teaching
experience, suggests that offering a choice of reading material would be a powerful tool to
motivate and engage students.
Recommendations: Give the People What They Want
Many of the studies reviewed here concluded with recommendations based on their
research. Overall, they point to three best practices: 1. Give the students what they want, by 2.
offering them a choice, and 3. encouraging a multicultural, multi-lingual classroom. For
example, Hughes-Hassell and Rodge (2007) recommend that educators “provide the type of
material students prefer,” specifically short-form works such as magazines and comics (p. 28).
Nippold Duthie, & Larsen likewise recommend that teachers “take notes of students’ preferred
reading materials and encourage their use” (p. 100). The element of choice was just reviewed
above, but to that the NCTE adds in their 2014 position statement on the “Selection of Materials
in English Language Arts Programs” that “materials must (1) have a clear connection to
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established educational objectives and (2) address the needs of the students for whom they are
intended” (p. 2, emphasis added). In terms of inclusive education, Hughes-Hassell and Rodge
advocate that educators “respect students’ culture and heritage” by offering books by diverse
authors: “novels such as these offer confirmation and validation of the lives of urban youth, as
well as legitimization of their inner-city cultures” (p. 29). Murillo & Schall (2016) go so far as to
state that “first and foremost, we would like to see schools and colleges recognize and emphasize
the value of additive bilingualism by supporting the academic literacy development of Spanishspeaking students” (p. 320). Hughes-Hassell and Rodge confirm that “if our goal is to foster their
love of reading then we need to provide materials in their first language” (p. 29). One might even
say, looking at all of the above: We should meet the students where they are.
My overall strategy is this: If the data from the present investigation reveals more about
the reading preferences of Hispanic former English language learners, then educators can tailor
the literary offerings of Language Arts classes to meet their needs. I suspect that these students
will want more books by and about people of color, or at least stories closer to their own lived
experiences. If this is true, then offering books with diversity would take several steps closer to a
multicultural classroom—while also pushing back against the hegemony of white, male literature
that dominates the curriculum. Secondly, I am very curious as to whether former ELLs continue
to read in their first language; if this is the case, offering books in Spanish would support the
first-language literacy that Goldenberg and Soltero insist leads to so many positive outcomes,
including bilingualism—a stated goal of the Oregon Department of Education. Moreover, giving
students a choice of reading material increases motivation and enjoyment. Therefore, with all of
this information as background, the next step is to test the question by asking the students
themselves.
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Chapter 3: Methodology
As stated at the end of Chapter 1, my primary goal when starting this project was to
investigate the reading habits of my current students, with an end goal of increasing student
reading, and thereby improving student outcomes. To this end, I conducted a survey to ask
students directly if they read, how much they read, and what kind of texts they like to read. In
this chapter, I will describe the purpose and goal of the survey, the design and methods, the risk
to participants and the management of that risk, and my plans for using the data.
Purpose
To recap the situation: The Salem-Keizer School district, in which I currently serve as a
pre-service teacher in English Language Arts, is the second largest school-district in Oregon. In
this district, we have a mismatch between the demographic of our students and the content we
teach. In some northeast Salem high schools, the Hispanic population is as high as 64%, with an
equal 64% being current- or former English Language Learners (ELLs). However, the literature
we require these students to read in Language Arts classes is overwhelmingly by white, male
authors within the traditional high school canon. We know that reading is essential to school
success, and that having a choice in reading material greatly increases motivation (Creel, 2015).
We also know that diversity of authors and characters is important to some readers of color
(Scholastic, 2019; Hughes-Hassell and Rodge, 2007). Therefore, if we can learn more about the
reading habits and preferences of Hispanic and ELL students, we can make choices within the
classroom that will spur students on to further reading. This situation led me to develop a series
of research questions:
•

Primarily, what are the reading habits of Hispanic and ELL high school students
in the Salem-Keizer school district?
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•

Secondly, do Hispanic and ELL students read for pleasure, and if so, how much?

•

What are they reading?

•

Are they reading in English or Spanish, or both?

•

How important is it to these readers that they have characters and authors that
look like them?

•

What are their obstacles to reading?

•

Perhaps most importantly, what would encourage them to read more?

To investigate these questions, I conducted a survey of students at McKay High School in
Salem with a 21-question instrument about reading habits. The survey was voluntary,
anonymous, and electronic. While my main interest is in Hispanic and ELL students, the survey
(by necessity) went out to a selection of the general population of students. This distribution
brought in data about a wide variety of students, which created a baseline of native Englishspeakers within the same geographic area. Secondly, I conducted brief follow-up interviews with
two participants to explore the research questions more in depth. My goal was to identify types
of literature, or even specific works of literature, that would appeal to Hispanic and ELL
students, potentially for use in the classroom. I could then make a report back to the English 10
Professional Learning Community with results and recommendations. The more we know about
student reading habits, their obstacles, and their motivations, the more teachers can encourage
these students to read. The more students read, the greater their academic success.
Method and Design
The investigation consisted of a survey on reading habits sent to students (primarily
sophomores) at McKay High School, with a brief follow-up interview with select participants.
The implementation of the survey went through several iterations as I attempted to respond to
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results in real-time. I will document those changes in their own section of this chapter, following
the description of the original methodology.
I received human-subjects approval for the original project design from the Institutional
Review Board (IRB) at Western Oregon University on February 4, 2021 (see Appendix A). The
survey was voluntary and anonymous (there is no identifying information attached to any survey
data). Due to the social distancing guidelines caused by the ongoing Covid-19 pandemic in 2020
and 2021, all communication took place electronically or virtually. The survey and consent
forms were sent to school e-mail accounts and were completed using Google Forms. Data was
stored in the cloud using Google Workplace to improve security. Interviews took place over
Zoom.
The background data that I collected for the literature review helped form my hypothesis.
As described in detail in Chapter 2, long-term national data indicates that the overall amount of
time spent reading by teens is at an all-time low. Data on Hispanic readers specifically was
mixed, with some surveys putting Hispanic readers at the lowest frequency among their peers
(Twenge, Martin, & Spitzberg, 2019), while others indicated a proclivity for reading (at least
with school supports; Hughes-Hassell & Rodge, 2007). Further data indicated a desire for
diverse (meaning non-white) authors and characters in texts (Hughes-Hassell & Rodge, 2007;
Scholastic, 2019), although the exact strength of that desire remains unclear. Therefore, I
predicted that the overall data would follow the trend towards low readership for all students. I
further predicted that the amount and frequency of reading by Hispanic and ELL students would
be lower than their white, non-ELL counterparts, although perhaps with a preference for more
ethnically diverse authors. I predicted that some ELL students continue to read in their first
language, although I had no estimate as to how many or how much.
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The survey itself is a 21-question instrument that combines three different question types:
a 5-point scale, multiple-options, and open-ended responses. (See Appendix B for the full
instrument). I modeled some questions directly on previous surveys to allow for comparison of
data (specifically: Twenge, Martin, & Spitzberg, 2019; Hughes-Hassell & Rodge, 2007; and
Scholastic, 2019). Parallel questions are marked as such in the Appendix. They survey was
divided into seven sections: Overview, Likes & Dislikes (about genre, media, and frequency),
Languages, Preferences (about content), Obstacles, Demographics, and Closing. The Language
section included branching options; for those who read in languages other than English, a new
path opened with questions about frequency and media in the second (or third) language. I
originally hoped that the survey would take no longer than 15 minutes to complete, as
convenience and attention span are an important consideration for participants. Fortunately, my
test-run of the survey revealed that most volunteers completed the survey in less than five
minutes, while the longest (my 11-year-old daughter) took eleven minutes.
To identify participants for the follow-up interview, I included an extra question after the
formal survey had been submitted, asking for volunteers to provide their contact information and
native language. In actuality, no students completed this form. With approval from the IRB, I
sent requests for interviews directly to all available students (20). Of those, two responded
affirmatively. I conducted interviews over Zoom in the two weeks following the conclusion of
the main survey. I originally wrote five interview questions, which I revised up to ten with IRB
approval (see Appendix B). The interviews were intended to add depth and personality to the
statistical data of the survey proper.
In order to distribute the survey throughout the school, I first secured permission from the
school principal. I also shared my plans with the English 10 Professional Learning Community
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(PLC), which consisted of the five English-10 faculty. I then informally discussed the project
with the students with whom I was in contact to give them a “heads up” (and hopefully increase
the rate of participation). My original timeline was as follows:
Week 1: Send electronic letter to Parents/Guardians informing them of the survey and
requesting consent from parents/guardians using Google Forms.
Week 2: Send reminder request to parents/guardians who have not yet responded.
Week 3: Send survey to students.
Week 4: Send reminder e-mail; close survey at the end of the week.
Week 5: Contact interview volunteers. Schedule and conduct interviews as soon as possible.
Week 6: Calculate results and begin analysis.
To create a sufficient yet manageable sample size, I targeted all of the Sophomores at
McKay high school, creating a pool of up to 560 student participants. I targeted sophomores for
two reasons: First, I reasoned that sophomores would be old enough to have developed a solid
high school reading experience, while still being young enough that their future school years
could still be influenced. Secondly, sophomores were the grade level with which I had the most
contact as a student teacher, and therefore I would have a better understanding of their abilities
when interpreting the data. I targeted all sophomores—rather than just English Language
Learners—for a variety of reasons, including equity, maintaining the anonymity of the data, and
generating contrasting data for comparison. Limiting the pool to McKay made the logistics of
distributing the survey feasible while still generating a relatively large potential N. The one
drawback I foresaw was through the consent process (described in detail in the next section).
Initially, letters of consent were sent to all parents and guardians of sophomore students. Then,
surveys were sent only to those students whose parents or guardians responded positively.
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Lastly, the students themselves had to voluntarily complete the survey. The total N depended
upon the number of participants who responded at each step. I estimated an overall return rate of
10–25%, which would yield 56–140 participants.
Parental Consent and Risk Management
A major consideration when designing the distribution of the survey was managing the
path of consent. Under Part D of the Common Rule, which regulates human subjects research,
parents or guardians must provide consent for research involving minors (U.S. Dept. of Health &
Human Services, 2018). Naturally, the targets of the survey were between the ages of 14 and 16.
In addition, while questions about reading habits seem relatively innocuous, surveys are
specifically called out as being not exempt from consent under Category 2 of the Common Rule
(U.S. Dept. of Health & Human Services, 2018). A further challenge was that all district schools
were engaged in continuous distance learning due to the pandemic. This meant that paper
consent forms could not simply be sent home and returned with students, as no students were
physically present in schools. Therefore, with advice from WOU’s IRB, I developed the
following procedure:
Consent was handled two parts. First, a letter of consent was sent to all parents and
guardians of McKay sophomores. The letter included a detailed description of the project, as
well as risks and benefits (see Appendix C). The letter was sent in English and Spanish, as we
know that many parents of McKay students speak Spanish only. The letter included a link to a
Google Form where parents and guardians could affirm their consent and include their student’s
name and school identification number. I then stored these forms in the cloud on Google
Workspace, in order to add extra security, including a two-factor sign-in process. Secondly, once
consent was secured from willing parents, the survey proper was e-mailed only to those students
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whose parents and guardians had responded affirmatively. This email also included a version of
the letter of consent written in student-friendly language and a link to the survey itself. (This
letter and the survey were in English only. Although my target audience was former English
Language Learners, my assumption was that participants would know enough English to
complete the survey successfully.) Students then assented to the investigation by taking the
survey. I emphasized in the letter that the survey was voluntary, anonymous, and not connected
to their grades.
As part of the IRB approval process, I identified three categories of potential risk and risk
management. As an electronic survey taken at home, there were no potential physical risks, and
no management was needed. In terms of psychological risk, I theorized that the survey could
generate stress if students had a past trauma around reading, although this seemed unlikely.
Because the survey was anonymous and taken at home, there would be no way to monitor
students while taking the survey or debrief them afterwards; however, any participant
experiencing anxiety could simply stop taking the survey at any time.
The most important risk factor was a social and legal one: Because I was explicitly
investigating English Language Learners, I needed to include questions about race and language.
Although I had no questions about citizenship, it is possible that someone seeing the data could
make a perceived connection between race, language, and immigration status—or the
immigration status of the students’ family members. It is also possible that students would have
family members who were not legal citizens of the U.S., and parents could fear that allowing
their children to take the survey could expose them to harm. The greatest shield against this
possibility was the anonymous nature of the survey. It was necessary to collect parent and
students names in order to secure consent; however, once students clicked through to the survey
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itself, there was no identifying information linked to any survey response. In addition, students
who volunteered for the interview provided their contact information on a separate Google Form,
thereby keeping the survey data intact. I chose not to record the interviews themselves, opting for
hand-written notes, and all names used in this report are pseudonyms. The only document with
identifying information—the consent forms—were stored securely in Google Workspace. It is
already widely known that a large percentage of students in Northeast Salem speak Spanish and
are of Mexican descent; that data is publicly available on the district website (Salem-Keizer,
2019). However, I still did everything possible to maintain the confidentiality and anonymity of
the participants.
In terms of benefits, there were no direct benefits to participants. I emphasized to students
that there was no connection between participation and grades. However, as I explained in the
letter of consent, the results of the investigation would hopefully allow myself and other teachers
to become better educators, especially in terms of motivating and supporting reading among the
target group. I also planned to present the results and recommendation from the research to the
McKay English 10 PLC, which could potentially implement changes as early as the following
school year. So while the participants themselves would not receive direct benefits, the research
would hopefully improve academic outcomes for the community of Hispanic and ELL
students—along with their peers.
Modifications to Implementation
During the implementation of the survey, an exceedingly low initial return from the
requests for consent prompted me to make modifications to the survey delivery method, with IRB
approval. During the first week of implementation, requests for letters-of-consent were sent to 370
parents and guardians; of those, only seven responded with consent: a return rate of just 1.9%. At
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this point (Feb 27), I requested a waiver of parental consent from the IRB, with the intention of
replacing affirmative consent with an opt-out notification; this request, however, was denied.
My next modification was to expand the reach of the survey from sophomores to all
available students; if the return rate was to remain low, then perhaps casting a wider net would
yield better results. This request was approved by the IRB on March 11. However, because my
access to parental email accounts was funneled through the faculty with whom I had immediate
contact (primarily: the English 10 PLC), in practice, this modification only expanded the
distribution of the survey by a small amount. In the meantime, we sent reminder e-mails to all of
the original recipients, and I sent the survey to all students for whom I had consent (15 students
on March 11).
With overall results remaining low, I sent a third modification request to the IRB on
March 15, requesting to expand the scope of interviews from 3 to 10, hoping to shift to more of a
“case study” model. This request was approved on March 19, and I sent direct requests to
interview to all approved students following spring break (March 28). All told, the survey
yielded 22 consents, nine completed surveys, and two interviews.
Analysis and Action
My initial plan for data analysis consisted of a mix of methods, starting with a
quantitative analysis of questions that use a 5-point scale. I was especially eager to compare the
local data to the previous national surveys in order to look for trends on a much larger scale than
I was capable of surveying on my own. Questions new to my survey included the first question
on the survey, “Do you consider yourself a reader?” I was curious to cross-reference those
responses (“yes,” “no,” “I don’t know”) with other results. Also new were my branching
questions about reading in non-English languages. Naturally, a primary goal was to cross-
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reference first-languages with overall reading habits, and to compare Hispanic and ELL students
with their non-Hispanic (primarily white) peers. In terms of the open-ended responses (such as,
“What was your favorite book in elementary school?”), I intended to sort those answers into
works by white and non-white authors. The overall results would reveal dispositions toward
“diverse” authors, and I was also hoping to generate a list of specific titles for potential use in the
classroom. Finally, the goal of the selected interviews was to generate more of a narrative around
the statistical information, hopefully shedding more light on the reasons behind certain reading
preferences.
In terms of my own professional development, this project most closely adheres to the
InTASC (Interstate Teacher Assessment and Support Consortium) Standard #2, on Student
Learning Difference: “The teacher uses understanding of individual differences and diverse
cultures and communities to ensure inclusive learning environments that enable each learner to
meet high standards” (CCSSO, 2011, p. 8). Underneath all of the data, my primary goal in
conducting this project is simply to learn more about the students I am currently teaching. This
goal aligns with the first principle of my teaching philosophy, which is to meet the students
where they are (see: Chapter 1). By learning more about the specific likes, dislikes, needs, and
habits of this prevalent group of students—namely, the Hispanic former English Language
Learners in Oregon—I can come much closer to meeting those students where they are. Given
my own background as an English-speaking, white protestant (at least by culture), I have no
“intuitive” understanding of the norms of this culture. Therefore, this deliberate research will
bring me closer to understanding—and attending to—those student learning differences.
Secondly, this investigation also intersects with InTASC Standard #4, on Content
Knowledge: “The teacher understands the central concepts, tools of inquiry, and structures of the
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discipline(s) he or she teaches and creates learning experiences that make the discipline
accessible and meaningful for learners to assure mastery of the content” (2011, p. 9). By
investigating reading habits of current students, I will learn much more about their specific
literary preferences. One of my secondary goals is to generate a list of specific titles that current
students enjoy, thus expanding my own repertoire in English Language Arts. And naturally, any
project of this scope develops InTASC Standard #9, on Professional Learning: “The teacher
engages in ongoing professional learning and uses evidence to continually evaluate his/her
practice, particularly the effects of his/her choices and actions on others[. . .], and adapts practice
to meet the needs of each learner” (2011, p. 9). As an educator, it is a professional obligation and
an ethical duty to cultivate my own lifelong learning by continuously seeking out new
knowledge, exploring my own teaching craft, and boldly going into unknown areas of research.
Finally, as an action research project, the results of the investigation should be more than
academic. An additional goal of this investigation—other than gathering data—was to share that
data with the McKay English 10 teaching faculty in order to implement changes based on the
results. Informally, I learned that the reading assignments at the school followed the national
trends of assigning, white, male authors as required texts. Of the five long works regularly
assigned to sophomores and juniors, all but one were from the traditional white, male canon,
while the fifth was by an African American male. Other African American authors (Langston
Hughes, Sojourner Truth) were assigned during a poetry unit. No assigned reading was written
by Hispanic or Latinx authors.4 Therefore, I hoped that my survey results would encourage the
faculty to expand their repertoire more in favor of our student demographic. I also expected to
encounter resistance, as change—even for highly educated teaching professionals—is hard.

4

From an informal interview with McKay faculty.
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Chapter 4: Results &Analysis
The end result of the reading survey yielded nine completed surveys and two interviews.
In this chapter, I will explain and analyze the results in both a quantitative and qualitative
fashion, where appropriate. I will also compare pertinent survey questions to the national survey
data explored in Chapter Two. Rather than examine the survey item-by-item, I will instead
follow the order of my initial research questions. This means that I will discuss results in a
different order than the how the questions were put to students. I will also integrate interview
responses where appropriate. For a full list of survey results, see Appendix D. To review, my
research questions were as follows: Do Hispanic and former-ELL students read for pleasure? If
so, how much? What are they reading? Are they reading in English or Spanish, or both? How
important is it to these readers that they have characters and authors that look like them? What
are their obstacles to reading? And perhaps most importantly, what would encourage them to
read more?
Demographics: Who Took the Survey?
Of the nine participants, six were sophomores, two were freshmen, and one was a senior.
This distribution reflects the proportions of how the letter-of-consent requests were sent to
parents. In terms of gender, participants included five females, one male, and three reporting as
non-binary. Males, therefore, are severely under-represented in the survey, while I suspect that
non-binary students (at 33% of participants) are somewhat over-represented, relative to the
school population. The single male participant happens to be Hispanic, a native Spanish speaker,
and somewhat middle of the road as far as his reading habits. While many previous national
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surveys examined reading patterns through the lens of gender,5 that was not a question I was
interested in exploring; therefore, I will not be using gender to cross-reference other results.
On the other hand, race and native languages were far more pertinent to this survey. Of
the nine participants, five were white, three were Hispanic, and one was multi-racial. (See Figure
3). Correspondingly, of languages first spoken, five were English, three were Spanish, and one
was Russian (See Figure 4). Of those whose first language was not English, two first learned to
read in English; the other two first learned to read in Spanish and Russian, respectively. Because
the focus of the survey is on English Language Learners, I coded the participants into three
categories: Group #1, or Eng/Eng, for those who first learned to speak and read in English,
consisting of five students; Group #2, or Sp/Eng, for those who first learned to speak in Spanish
and to read in English, consisting of two students; and Group #3, or Sp/Sp // R/R, for the two
students who first learned to speak and read in Spanish or Russian (respectively).

5

National data consistently reveals that, as a rule, females read more and with greater frequently than their male
counterparts (Twenge, Martin, and Spitzberg, 2019; Hughes-Hassell and Rodge, 2007; Scholastic, “Kids,” 2019).
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Figure 3
Race of Participants
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Figure 4
Languages First Spoken

11%

33%

English

56%

Spanish

Russian

Reading Habits of High School Former ELLs

53

As part of the demographics, I am including the first question of the survey, “Would you
call yourself a Reader?” The results were four responding “Yes,” two responding “No,” and
three responding “I don’t know” (See Figure 5). Perhaps unsurprisingly, the non-readers reported
enjoying reading less, reading less frequently (2–3 times a month), and reading fewer books per
year (1–2 books). They also noted under “reasons for not reading” that they found reading
“boring” and “like homework.” The three “I don’t know” students had mixed reading habits,
with one student finding reading important and reading frequently, and one student strongly
disliking reading. The “Yes” readers reported the highest enjoyment, read the most often, and
read the most number of books per year. For the question, “Do you think reading is important?”
six of the nine participants indicated the highest ranking at “very important.” This result
corresponds to high perceptions of importance from national survey data, even among “nonreaders” (Scholastic, “Kids,” 2019, p. 11).
Figure 5
“Would you call yourself a Reader?”

33%
45%

22%
Yes

No

I Don't Know
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The demographics of the survey impose certain limitations on the interpretation of the
results. The small N means that the survey cannot be taken as representative of McKay as a
whole, nor can it be used to make any school-wide generalizations. In addition, the racial
demographics of the participants do not reflect the school overall. While the school population
runs 65% Hispanic and 24% white, the survey results are almost the inverse, with 53% white
participants and only 33% Hispanic. Likewise, the survey nearly missed the mark on English
Language Learners; while we were lucky enough that four former ELLs took the survey (or
45%), this is well short of the 65% that make up the school population. In addition, given that
45% of participants self-identified as “Readers,” it is possible that the participants are skewed in
the direction of active readers by the very nature of the question, “would you like to take a
survey about reading?” However—valuable information can still be gleaned from this data,
especially if the skewed demographics are taken into account. Results are particularly interesting
for the three students who read in languages other than English. For the remainder of the chapter,
I will take the research questions in turn, first looking at results for all participants, and then
focusing on the sample of four former English Language Learners.
Reading for Pleasure
My primary research question was, do former English Language Learners read for
pleasure, and if so, how much? Across all students, in terms of frequency, one avid reader
reported reading every day, and three indicated they read 3–5 times a week. However, the
remaining five report reading only 2–3 times a month or less, with three reporting reading only a
few times year (See Figure 6). These results track with the national pattern of reading frequency
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reported by Scholastic, although the McKay students show a higher percentage of infrequent
readers.6
Frequency of reading aligns closely with the reported number of books read. Two
students indicated that they read 10–20 books in the past year; one reported reading 5–10, three
reported reading 3–4, and three reported reading only 1–2 (See Figure 7). The amount of annual
reading roughly corresponds with national trends from Twenge, Martin, and Spitzberg (2019). In
their data collected in 2016, the amount of 12th graders reading every day was 16% (p. 331),
compared to 11% (or 1 in 9) of the McKay students. The national average number of books read
in the previous year was 3.24 (p. 331); at McKay, the mean was higher at 5.8 books, but the
median was almost on point at 3.5 books in the previous year. While the nature of the two
surveys does not allow for a direct comparison, the overall trends both point towards a large
percentage of students reading three or fewer books per year. Note also that while the first
question in the McKay survey was phrased “how often do you read for pleasure?” the second
question included books for school. Therefore, if a student only read 1–2 books over a year, it is
entirely possible that they are only reading for schoolwork and nothing else.
Of the McKay students who read and speak languages other than English, they spanned
the range of both reading frequency (from 3–5 days a week to a few times a year) and amount of
reading (from 10–20 books a year to 1–2 books). The Sp/Eng and Sp/Sp // R/R groups were both
distributed across the spectrum, much in line with their peers (see Figures 4 and 5).

6

By Scholastic’s definition, an infrequent reader reads less than once a week. In the McKay survey, “Infrequent”
would yield 55%. The Scholastic survey yielded only 28% infrequent readers; however, that figure is across all
ages, including elementary students, who tend to read more (Scholastic, “Kids,” 2019, p. 10).

Reading Habits of High School Former ELLs

56

Figure 6
How often do you read for fun (not for school assignments) for at least 10 minutes at a time?
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Figure 7
How many books (including books for school) do you think you read in the last year?
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To respond to the question, “do former ELLs at McKay read?” the short answer is “yes.”
Some few read a great deal. Some read very little. On the whole, they seem to follow the same
spectrum as their native English-speaking peers (at least at this school). Both groups generally
follow the national reading trends for teens, which skew towards not reading very much. It is
worth noting that 44% of the survey cohort is composed of self-declared “readers.” If a more
representative sample of “non-readers” had taken the survey, the overall amount of reading
might have been less. It is difficult to make a more detailed analysis of general trends without a
larger sample size to smooth out the edges of the data.
Media and Content
The next research question was, what are they reading? They survey asked students,
“What kind of things do you like to read?” with a variety of media options. Students could
select as many options as they wanted. The most popular choice was fiction books (7), followed
by short-stories (6), non-fiction books (5), and then a tie between poetry and graphic
novels/comics (4). Curiously, no students chose print magazines, and only one chose online
magazines/blogs. This contradicts the findings from Hughes-Hassell and Rodge (2007), who
found magazines one of the most popular media, at 72% (p. 26). However, while the time span
between their 2007-survey and this one seems short from some perspectives, thirteen years is
also an entire generation of teenagers. It seems likely that social media—far more prevalent in
2021—has taken the place of magazines for short-term entertainment and celebrity news. (Social
media was not a media option on this survey). In any case, books and short stories were the clear
winners for media.
In terms of content, students were more ambivalent. When asked, “What do you like to
read about?” there was a tie (6) between “socially relevant issues” and “it doesn’t matter as long
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as there is a good story.” “Pure escapism” took third place (5). The “good story” condition came
in significantly higher than the Scholastic data, at 66% versus 20%, although 52% of Scholastic
readers favored a book that “makes them laugh” (Scholastic, “Kids,” 2019, p. 12). More precise
results about what students are actually reading came from a series of questions that asked about
their favorite books in elementary school, middle school, and high school. Across all grade
levels, participants listed four popular children’s books, five graphic novels, thirteen young adult
books of varying complexity, and two works of canonical English literature (See Table 5). For
their favorite books while in high school, the list includes three young adult novels, one graphic
novel, and the two canonical novels (To Kill a Mockingbird and The Picture of Dorian Gray).
Significantly, three students indicated that had no favorite novel in high school (two of these
included the self-avowed “non-readers”). This lack of interest confirms the national trend
described by both Scholastic (“Kids” 2019) and Twenge, Martin, and Spitzberg (2019) that
children read less as they age through their teen years.
For the former English Language Learners, their tastes run same gamut as their peers. In
the Sp/Eng group, one reader is dedicated to somewhat light graphic novels (the Five Nights at
Freddy’s series), while the other reads literature on difficult social topics (Speak, by Laurie
Anderson, a book about rape culture in high school). In the Sp/Sp // R/R group, their high school
favorites are To Kill a Mockingbird, by Harper Lee; and Unwind, by Neal Shusterman, a
dystopian novel about the extremes of the pro-choice/anti-abortion debate. Therefore, the answer
to the “what are they reading?” question is: mostly fiction, including graphic novels and popular
young adult lit, with a variety of complexity aligned with their peers.

Reading Habits of High School Former ELLs

59

Table 5
Favorite Books by Grade Level
Title

Author

Favorite Book in Elementary School
Granny Toreli Makes Soup*
Creech, Sharon
Junie B Jones*
Park, Barbara
Wonder**
Palcio, R. J.
Miles Morales: Spider-Man** Reynolds, Jason
The Incredible Ivan
Applegate, Katherine
Bad Kitty Series
Bruel, Nick
Matilda
Dahl, Roald
Nancy Drew
Keene, Carolyn
(pseudonym)
Any Dr. Seuss Book
Seuss / Geisel
Favorite Book in Middle School
Diary of a Wimpy Kid*
Kinney, Jeff
Gathering Blue*
Lowry, Lois
Five Nights at Freddy’s:
Cawthorn, Scott
The Silver Eyes**
The Giver**
Lowry, Lois
The Hunger Games Series
Collins, Suzanne
The Other Boy
Hennessey, M. G.
The Lunar Chronicles
Meyer, Marissa
Miss Peregrine's Home for
Riggs, Ransom
Peculiar Children
Percy Jackson Series
Riordan, Rick
Favorite Book in High School
To Kill a Mockingbird*
Lee, Harper
Unwind*
Shusterman, Neal
Five Nights at Freddy’s:
Cawthorn, Scott
Fazbear Frights #6**
Speak**
Anderson, Laurie Halse
The False Prince
Nielsen, Jennifer
The Picture of Dorian Gray
Wilde, Oscar
None (3 students)
Total

White
Graphic Young
Youth
Author
Novel
Adult
Y
Y
Y
N
Y
Y
Y

Y
Y
Y
Y
Y
Y
Y

Y
Y

Y
Y

Y
Y

Y

Y

Y

Y

Y
Y
Y
Y

Y
Y
Y
Y

Y

Y

Y

Y

Y
Y

Y
Y

Y

Y

Y
Y
Y
23/24

* = Sp/Sp // R/R Reading Group. ** = Sp/Eng Reading Group

Lit

Y
Y
Y
4

5

13

2
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Language Preferences
An important question of this project was whether former ELLs continue to read in their
first languages. The findings here, even with the limited N, were significant. Of the four former
ELLs in the survey, three continued to read in a non-English language (two in Spanish, one in
Russian) at a frequency of 2–3 times a month. Also of note, while two of these students read in
their first language less frequently than they currently read in English, one respondent indicated
that they read in Spanish more frequently than they read in English. In terms of first-language
content, all three read fiction books, and two read online news sources. Only one reported
reading “letters, forms, or instructions” in the other language. Other types of media included one
each of short-stories, poetry, magazines, non-fiction, and audio books. In interview with student
B, who first learned to read Russian, she indicated that, along with casual reading in Russian, her
parents encouraged her to read “the classics” in their original language, notably War and Peace
and Anna Karenina. Quite understandably, the student found these works “a bit slow.”
These results seem to be a clear indication that yes, former ELLs continue to read in their
first languages, at least casually, and some with incredible sophistication. Exactly how many do
so remains an open question. If the results are taken at face value, then the percentage could be
as high as 75%; it is difficult to generalize with such a small sample size. However, even if the
actual percentage is significantly lower—say, 50%—that would still be a significant number of
students. At McKay, 50% of all former ELLs would be 700 students in real numbers.
Representation Matters?
Another important question was, “how important is it to these readers that they have
characters and authors that look like them?” This question addresses the lack of representation of
authors- and characters-of-color in the traditional high school canon. I predicted that
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representation would be of high important, especially among Hispanic students. The survey
results, however, indicated that students feel strongly in the other direction. When asked, “when
selecting something to read, how important is it that the main character (or at least some of the
people in the story or article) is the same race or ethnicity as you?” all participants selected the
lowest rating, “Not at all important.” In comparison, four out of nine indicated that the age of the
characters was at least of some importance, and two said that the sex or gender of the characters
was of moderate importance. In related questions, when asked what would encourage them to
read more, only one selected “If there were more characters that looked like me,” and that was a
(non-binary) white student. When asked what they like to read about, three students selected,
“people who are a lot like me,” but those same students also selected “people who are a lot
different from me”—and those were all white students. (One Hispanic student indicated that she
liked stories about “people who are a lot different from me.”)
In the interview stage, I asked students directly, “Do you think that books by Latinx
authors about young, Hispanic people would be interesting or important?” Student A, who is
white, non-binary, and a native English speaker, was enthusiastic; they replied: “Yeah.
Definitely. I’m not part of that community, but it’s still really interesting and really important for
other people.” Student A, perhaps because they were non-binary, seemed very aware of
representation as an issue. Student B, who is white, female, and the native Russian speaker, was
more ambivalent; she replied: “It depends on the content of books. Just having Latinx authors
would not change anything.” When I asked if she thought we should include Russian literature,
she did not think that would be very important for this community. Unfortunately, I was not able
to interview any Latinx or Spanish-speaking students to probe further on this question.
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Much like the content question, more specific results can be gleaned by examining the
books students have actually read, as indicated by the “favorite books” question (see Table 1). Of
the 24 favorite books reported over all grade levels, only one was by an author-of-color with a
corresponding protagonist of color. This was Miles Morale: Spider-Man, by Jason Reynolds, a
favorite elementary school book. 7 One other favorite series, The Lunar Chronicles, features
protagonists of color in one of the sequel novels. The reading list was diverse in some other
ways: There were many female authors (54%), and transgender characters were represented (The
Other Boy). Oscar Wilde is not generally known as popular among young adult readers in 2021,
but he was a favorite of one of the non-binary students. Overall, however, it is very clear that
these students are not reading works by authors of color. To answer the question, “is it important
to former ELL readers that they read about characters that look like them,” the answer is—
according to this data—not important at all.
Obstacles and Incentives
The final two research questions were, “what are their obstacles to reading?” and
“what would encourage them to read more?” two factors that go hand-in-hand. When asked,
“what prevents you from reading more?” seven of nine students (77%) responded that “School
or paid work are more important.” This response included all four of the former ELLs. In the
interviews, when asked “what do you like least about reading?” both interview students
responded that it was too “time consuming” and that it took “too much mental energy.” In the
survey, four students indicated that “reading is boring” or “reading feels like homework,”
including the two non-readers. Only one student selected “reading is difficult” as a response, but
this was the same student who read The Picture of Dorian Gray for fun, so clearly “difficult” is a
7

The student’s actual written response was, “Miles Morales book.” I am making a bit of an assumption that the
student means the young adult novel written by Jason Reynolds, published in 2017. This is the most well-known
novel about Miles Morales, as opposed to the many comic book versions.
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matter of perspective. Curiously, none of the students selected “none of my friends read” as a
response. This result is surprising, given the importance of reading as a social activity, as
established by Knoester (2009).
On the other side of the coin, when asked “what would encourage you to read more?” all
nine students selected “If I had more time / less work.” This result corresponds with the survey
conducted by Hughes-Hassell and Rodge (2007), where 96% of teen participants said they would
read more if they had more time (p. 24). Four students each responded that they would read more
if “it was easier to find books/stories,” and “if there were more interesting stories.” Three
selected “if there were more characters I can relate to.” Lack of time, then, is the overwhelming
reason given for not reading more, although this is another way of saying that reading is a low
priority compared to other obligations and available choices. The other responses point to a lack
of exposure or access to relevant reading material.
The interviews revealed three factors that would encourage or discourage reading. When
asked, “what do you want to read more of in school? What would get you excited?” both replied
“more modern” or “more contemporary” books. Student B complained of the staidness of ideas
in high school literature, and argued that the content should be updated to match the times: the
books read in school, she said, are “what our parents read and grandparents read. They haven’t
changed. But the world is changing. New ideas should be brought into school.” Student B noted
the graphic novel American Born Chinese by Gene Luen Yang as an example of a more
contemporary text with newer ideas. Student A, on the other hand, related the age of stories to a
desire to write: “Kids want to write. If the only things we read are 100 years old, what are kids
supposed to think? I can be notable, but only a hundred years later?” Reading more recent books
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in class, Student A suggests, would allow students to see themselves a potential writers, with
success in their own lifetimes.
The second factor that emerged from the interviews was an ability to “relate” to the
characters in the story. Student B directly stated a desire for “more things we can relate to.” Both
complained that Romeo and Juliet, which had been required reading as freshmen, was
“unrelatable,” along with The Odyssey (mentioned only by Student B). Student A disparaged
Romeo and Juliet for being about “fake teenagers that didn’t exist.” This reaction is curious,
given that many English teachers perceive Romeo and Juliet as highly relatable to teens, given
the ages of the protagonists and their struggle against parents and society to find romantic love. It
is possible that the play was taught poorly to these two students, or that the four-hundred-yearold tragedy written in iambic pentameter has lost its appeal to students more accustomed to the
romances that abound in contemporary young adult literature.
A third—and unexpected—factor mentioned by both interviewees was the pace of inclass reading. When asked, “what, if anything, would encourage or help you to read more?”
Student A responded, “Lower the pressure. When page numbers are to be read, there is no space
to read for understanding. ‘Get to this page!’ The goal should be to understand the text, not get to
a page number.” Likewise, when Student B was asked, “what would you like your teachers to
know about your own reading?” she responded: “I don’t like going too fast or too slow. I want to
read at my own pace. [. . .] Sometimes I can read more or can only read less. The pace should be
personalized to each student.” Both students are describing a conflict between individual needs
versus the logistics of teaching a whole-class novel, which would inevitably require some
deadlines. The interviewee’s emphasis on individual pacing suggests that individual reading or
book clubs might be a more effective strategy.
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To answer the research questions, “what are students’ obstacles to reading?” and
“What would encourage them to read more?” there does not appear to be significant differences
between former ELLs and their peers—at least not from the data available. “Not enough time” is
the most popular response, although the universality of “lacking time” could apply to any
activity. The factors revealed in the interviews point to more specific elements; contemporary
novels, with “relatable” characters, where students are allowed to read at their own pace appears
to be a trifecta of factors.
The Big Picture
Putting all of the data together forms a picture; although given the limited data set, it
would be fair to call it somewhat out of focus. Do Hispanic and former ELL students read? The
answer is definitively yes, much along the same lines as their peers, and following national
trends. Individual tastes and abilities vary considerably. Novels and non-fiction books remain
popular, while short-form, especially magazines, have been eliminated (probably) by social
media. The social aspect of reading is not of any perceived importance by this group. Three out
of four former ELLs continue to read in their first languages at a rate of 2–3 times a month. The
students as a group overwhelmingly do not read books by authors of color. Obstacles to reading
include school- and paid work and a “lack of time”; a large portion also find reading “boring” or
“like homework.” The interviews revealed a desire for more modern books, with more
“relatable” characters, that they could read at their own pace. I will unpack these findings and
delve into implications for practice and future research in Chapter 5.
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Chapter 5: Conclusions
After exploring specific survey results in the previous chapter, I will use this final chapter
to discuss the survey results more broadly and to delve into implications for my own teaching
practice. I will describe some of the limitations and challenges during the execution of the survey
and make suggestions for how it might be improved in a future research project. Once again, the
research questions I attempted to answer were: Do Hispanic and former-ELL students read for
pleasure? If so, how much? What are they reading? Are they reading in English or Spanish, or
both? How important is it to these readers that they have characters and authors that look like
them? What are their obstacles to reading? And what would encourage them to read more?
Discussion
Do Hispanic and former-ELL students read for pleasure? The short answer is yes: they
read much along the same lines as their peers. Some few students read a great deal, although the
majority read relatively little. This data follows national trends that point to a steady decline in
reading across all demographics since the late 1970s (Twenge, Martin, & Spitzberg, 2019). It is
further possible that some students—between a quarter and a third—do not read at all except for
what is required by schoolwork. This supposition is supported by the fact that a third of the
survey respondents (all white) did not have a favorite book in high school. The survey results
follow national trends that indicate that teens read less as they progress through adolescence
(Twenge, Martin, & Spitzberg, 2019; Scholastic, “Kids,” 2019). Former ELL readers align with
their peers in terms of choice of reading material, which mostly consists of popular young adult
novels with a range of complexity. Specific reading choices appear to be highly individualized;
no two students in the survey had the same favorite book, and favorites ranged from simple
graphic novels to complex canonical texts.

Reading Habits of High School Former ELLs

67

The overall responses confirm what we already knew about teen reading patterns in
general (which is valuable data). For former ELL readers specifically, I predicted that their
overall amount of reading would be slightly less than their peers, following data from Twenge,
Martin, and Spitzberg (2019) that put Hispanic readers at the bottom of the pile (p. 338).
However, the survey data flat-out disproved this hypothesis. Former ELL students—at least at
this location for this time period—read with the same distribution of frequency, volume, genres,
and difficulty as their native English-speaking counterparts. As a matter of equity practice,
Hispanic and former ELL students should not be perceived as reading with any less ability or
frequency than their peers. If anything, the data shows that Hispanic and former ELL students
should be addressed less as a group and more as individual readers with their own particular
habits and tastes.
Perhaps more significant were the findings about former ELL students reading in their
first languages. Three out of four respondents—or 75%—continued to read in their first
languages at a rate of 2–3 times a month. Moreover, only one student indicated reading letters
and instructions in the first language, which was a category I thought students might select if
they used their first language to help monolingual parents. On the contrary, they mostly read
novels, stories, and even dense literary classics (such as Anna Karenina—in Russian). One of
these students reported reading in their first language with higher frequency than English. Even
if these particular results are somewhat exaggerated compared to the general popular of students,
it is clear that a large number of ELL students continue to read in their first languages, including
material with a high level of complexity.
While the previous findings are all relatively clear-cut, the most surprising, as well as
most equivocal, outcome from the survey was the apparent unimportance of diverse (meaning
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non-white) authors and characters to all of the student readers. My expectation—based on the
review of literature—was that students of color in particular would want to read books by and
about people of color. However, that proved untrue. When asked in the survey if it was
important that characters were the same race as them, all students—white, Hispanic, and multiracial—replied with the lowest possible answer. Their actual reading habits—as shown in their
favorite book lists—revealed only one author of color out of twenty-four. And in interview, two
white students had mixed responses when asked if they thought including more books by Latinx
authors was important. (Unfortunately, I was unable to interview any Hispanic readers).
I speculate as to why all nine participants showed such apparent indifference towards
race. There are several possible explanations. First: The students lack exposure to books by and
about people of color and therefore do not have an awareness that such choices are available.
Evidence in favor of this hypothesis includes the lack of all but one author of color in their
reading list, and no Latinx authors. The local school curriculum also continues to be dominated
by white, Anglo-Saxon authors (with some few exceptions in poetry). If students do not know
that Jason Reynolds and Sandra Cisneros exists, they cannot read their work. On the other hand,
we know from the New York Times best-seller’s list that teens are reading authors of color in
large volume—at least on the national scale. On a local level, the Oregon Battle of the Books,
which generates readings lists for students from third through twelfth grade, has included many
authors of color for the past several years, including Latinx authors (Oregon Battle, 2020). It is
possible that these particular McKay students have not encountered these popular writers, but
that cannot be confirmed without further questioning.
Second: Students have encountered books by authors of color and dismissed them. Both
academia and the publishing world have made the experiences of white, male protagonists the
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universal standard; it is possible that the students have acclimated to this climate, so that reading
other types of stories does not occur to them or seems less appealing. A lack of exposure to
diverse literary experiences could contribute to this reaction. This theory fits the results of the
survey data, but there is no way to confirm or deny it from the questions asked.
Third: To “recognize color” would make the students appear racist—even on an
anonymous survey. Both American culture in general and our education system (through books
such as To Kill a Mockingbird) teach that racism is bad and that racists are bad people.
Responding positively to the question, “how important is it that the main character is the same
race or ethnicity as you?” would imply racial preference—and so a kind of racism. Their
strongly negative responses to this question could reflect a type of “social conformity” bias,
where students are attempting to adhere to the perceived desirable attribute of “not being racist.”
Some evidence in favor of this theory is that four out of nine students indicated that the age of
the characters was of low to moderate importance, and two said that gender was of some
importance. There is far less social stigma around expressing a desire to read novels about other
teens. I find the likelihood of social conformity bias in the survey to be high; however, that
would not change the fact that their reading habits all but exclude authors of color.
Fourth—and I find this possibility both the most plausible and the most disappointing:
The students truly do no find the representation of race in authors and characters to be of any
importance. This theory divides into two sub-categories: One possibility is that students lack an
awareness of racial justice issues, or they are aware of the issues, but are not engaged. Public
education tends to eschew controversial issues—such as race—out of a fear of confrontation or
controversy. Parents—even parents of color—also find talking about race with their children
uncomfortable (Sullivan, Wilton, & Apfelbaum, 2021). However, as evidence against this
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theory, when asked about preferred content of reading material, the most popular choice (at 66%)
was “socially relevant issues” (which tied with “a good story”). Of course, “socially relevant” is
a broad term that does not necessarily include racial representation. A second possibility could
be that these students have moved beyond the issue of color into a post-racial future where
representation truly does not matter. However, given overall American culture in 2020/2021,
which included nation-wide riots over the death of George Floyd and continued disturbances and
injustices at the U.S.-Mexico border—I find this last explanation highly unlikely.
There is yet another possibility to explain the lack of interest in race in the survey results,
which is that the data itself is skewed or inaccurate. Aside from the social conformity bias
mentioned above, the survey asked students their favorite book at various ages, not everything
that they have ever read. The data-set was limited to only four non-white students, none of whom
were interviewed. And it is further possible that the survey simply did not ask the right questions.
As it stands, the survey clearly indicates that—for whatever reason—these students do not
particular care about race in their reading material.
If race does not matter to these readers, what does? Two factors emerged in the
interviews: (1) That stories be modern and (2) that the characters be relatable (and they really,
really did not like Romeo and Juliet). Both interviewees mentioned the importance of reading
relatively “modern” works, both to increase relevance and to encourage students’ own writing
abilities with more recent model texts. They also emphasized the need for “relatable” characters,
although neither expanded on what makes characters relatable (and unfortunately, I did not think
to ask that follow-up question at the time). If I had to hazard a guess, based on their reading lists,
I would say that the favored protagonist are young people, mostly female, exhibiting acts of
courage under dire circumstances. But “relatableness” might have more to do with the quality of
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the writing or other personal between the readers and the characters’ circumstances. Further
study is needed to answer this question with any accuracy.
The interviews revealed one other factor that was unexpected: Both students expressed a
desire to read at their own pace, rather than meet the external deadline of reading to a specific
page number. They both indicated that the stress of reading to meet a deadline lowered their
enjoyment and comprehension. (Although one wonders if the stress of speed-reading through a
chapter implies an amount of procrastination in the reading schedule.) However, as both students
mentioned pace without prompting, it is clearly an issue that should be considered by teachers.
Implications for Practice and Policy
While the data was not conclusive on all of the research questions, there are still several
clear implications for policy and practice. Many of these implications confirm what we already
know as best practices—which still makes the data valuable.
Implication #1: Individual differentiation is important for reading. The survey clearly
showed that former-ELL readers have as much diversity in their reading habits as any other
group of readers. Therefore, attending to the needs of individual students and classes remains a
priority. Moreover, there is also a small group of students for whom the reading they do for
school is probably the only significant amount of reading they do in a year. For those students,
the selection of reading material becomes even more important, especially if we want to
engender a love of reading beyond the classroom (or indeed, any reading at all).
Implication #2: Former ELL students read in their first languages, and therefore they
should have access to books in their first languages. As discussed in chapter two, we know that
supporting language in the home language helps English-language acquisition (Goldenberg,
2013). We also know that many literary elements—such as plot structure or character—are
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ubiquitous across languages (Cummins, 1979; Soltero, 2011). Furthermore, reading in the native
language encourages bilingualism, which is in itself a good thing (Goldenberg, 2013) and is a
stated goal of the Oregon Department of Education for all students (U.S. Dept of Ed, 2015).
With these factors in mind, and because it is clear that students already have a propensity for
reading in their first languages, this habit should only be encouraged. I echo Hughes-Hassell &
Rodge (2007) when they recommend that teachers “Respect students’ culture and heritage”: “If
our goal is to foster their love of reading then we need to provide materials in their first
language” (p. 29).
Implication #3: We as educators need to do more to expose students to diverse authors
and stories. The reason why the students in the survey seemed so disinterested in authors of color
remains unanswered. However, one clear solution to promote interest would simply be to teach
more writers of color. The how of it may not really matter, whether teachers use whole-class
books, book clubs, excepts, or merely book talks to encourage private reading. The easy part is
that we are now living in a time when there is a plethora of recent, highly-quality, highly
accessible novels by authors of color, from Jason Reynolds to Erika Sánchez to Elizabeth
Acevedo—all of whom have written award-winning books that have made the New York Times
bestseller list. More recent texts might also help with the “relatability” issue, which in turn might
lead more teen readers to actually have a favorite high school book.
However, there is an opportunity cost to introducing new works. Class time is always at a
premium; for each new book taught in class, another must be eliminated. What we are talking
about amounts to changing the canon (anything taught in school, no matter how casually,
eventually becomes the canon). Teaching from the traditional canon of English literature comes
with a myriad of advantages and disadvantages. In the pro column, a canon creates a base of
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common knowledge that supposedly “everyone” has, which allows people to take part in the
same cultural conversation. In my own college theatre classes, it is helpful to reference Romeo &
Juliet as a play that “everybody” knows. Secondly, the canon is comprised of foundational and
influential works, and there is value in understanding where tropes originated. Any YA novel
that celebrates “star-crossed lovers” owes something (again) to Romeo & Juliet. Thirdly, many
people would argue that canonical texts are objectively “good.” In the con column, reliance on a
fixed set of works leads to artistic stagnation. As early as 1938, French theorist Antonin Artaud
called for the destruction of all masterpieces to make way for new art. Canonical texts can be
perceived as “old,” “unrelatable,” and therefore irrelevant by students—none of which engenders
a love of reading. And, not least important, older works often promote an outdated value
system—specifically, racism and sexism—that we as a culture have rejected (as discussed more
thoroughly in chapter 2).
Obviously, the efficacy of the English literary canon is a topic that educators feel very
strongly about on both sides, the resolution of which lies outside the bounds of this investigation.
However, I would suggest, given the data, that expanding, diversifying, and modernizing our
class reading lists will only encourage our students to read more, and that—surely—is the goal.
Implication #4: Teachers should carefully consider the pace of reading when assigning
material. The unexpected result of the survey, that students feel strongly about the pace of
assigned reading, creates an interesting teaching dilemma. Humans, as a rule (and students
especially), do not do things without deadlines. If the whole class needs to discuss chapter three
of the same book on Tuesday, then the whole class needs to have read chapter three. At the same
time, if those deadlines create stress that reduces comprehension, that is also a problem. Several
solutions are possible. One would be to set smaller benchmark goals to keep students on track,
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especially if time management is the issue. Other options, such as those suggested by Gallagher
and Kittle (2018), center around alternatives to whole class novels: Book clubs would allow
students at the same reading level to stick together; free choice reading would permit individual
pacing; and providing time in class to read would help all students meet their goals. HughesHassell & Rodge (2007) also strongly recommend that educators “give students time during the
school day to read” (p. 30). No matter what the solution, the pace of the reading is something to
which teachers should attend.
Limitations and Challenges
Of course, the survey itself had many limitations and challenges. It took place during the
year of Covid, which eliminated all face-to-face contact and severely curtailed the exchange of
physical documents. Comprehensive Distance Learning (CDL), combined with a return to hybrid
instruction after Quarter 3, created numerous distractions for students and staff. And an ice-storm
and city-wide power outage the very afternoon we first attempted to contact parents did not help.
Within these given circumstance, the greatest limitation was that the overall N was extremely
low, at just nine survey participants and two interviews. Each person’s response represented 11%
of the data; results, consequently, were extremely coarse. The respondents were also out-ofproportion with the school demographics by race and languages spoken, which were significant
factors for this investigation. It is impossible to truly generalize from such a small sample; a
larger data set would both smooth out the edges and make the findings more significant.
The low N was the result of several challenges to the distribution of the survey, one of
which was access. As a student teacher, I did not have access to parent emails myself, and I
lacked a central communication hub, such as an administrative assistant with full access to the
school’s mailing list. While I had permission from the school administrators to carry out the

Reading Habits of High School Former ELLs

75

survey, that did not translate directly into support. CDL and the transition to hybrid learning took
all of the administrators’ attention. Instead, I had to rely on the English 10 Professional Learning
Community to send messages to their separate classes. The result was that communication was
piecemeal and inconsistent, as well as inconvenient for the faculty involved. Rather than having
access to all 2200 students in the school, or even all 540 sophomores, I only reached a total of (I
estimate) 465 freshmen, sophomores, and seniors.
Secondly, acquiring the letter of consent from parents was a major obstacle; the overall
return rate was just 4.7% (22 of 465). Several factors compounded to generate this low rate of
return. The letter of consent was lengthy, which could have been intimidating at first glance. I
provided a Spanish translation, with a note at the top of the letter indicating that there was a
translation below, but Spanish-speaking parents still would have had to scroll through. Survey
fatigue is a real effect, and after endless calls from telemarketers and political polls, an optional
“reading survey” could easily feel like one more unnecessary and easily ignored request. And it
could be that the subject line was not catchy enough to get parents to even open the email.
Mostly, the opt-in consent required action from parents; they had to open the email, read the
letter (at least partially), think about the request, click through to a form, and complete the form.
Each step requires only minimal effort, but combined they do make an obstacle, especially for
working adults at the end of a long day.
When the survey finally made its way to students, they responded at a relatively high
rate, at 43% (9 of 21). Responses to interview requests were considerably lower, at just 9.5% (2
of 21), this despite a direct ask with a follow-up email. The interviews, while relatively short
(15–20 minutes), still required additional effort from students, as well as (virtual) face-to-face
contact, which many students find uncomfortable. Between the various filters of access to
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parents, parental response, and student response, the potential pool of 2200 students was
funneled to just nine participants.
One flaw within the survey itself was the inability to determine student attitudes towards
race or diverse texts. I did not take social conformity bias into account when designing the
questions, and the other questions did not have the nuance to reach a more conclusive answer.
Another mistake was not following up on what makes characters “relatable” during the interviews. At the time, I did not want to press for answers too hard or stray too far from the written
questions, but in retrospect, those responses would have been helpful.
Overall, the data that the survey acquired is valuable and enlightening, but it is
disappointing that the findings cannot be generalized further or published more widely.
Recommendations for Future Study
Given the limitations and challenges described above, a revised version of this reading
survey could be quite successful under different circumstances. More committed support from
the hosting institution, such as an hour or two of time from an administrative assistant, would
vastly increase the ease of access to parents. An opt-out consent form, or a paper form (when
students are in school face-to-face), or perhaps even a catchier subject line would increase the
response rate from parents. When students finally received the invitation to the survey, they
responded at fairly high rates. Somehow integrating the survey into classwork would likely
increase the response rate even more—perhaps making a vast distribution net unnecessary. In
this version, no incentives were offered to students or parents. Perhaps a small incentive, such as
$5 cash, would motivate more students to interview. Finally—and probably most importantly—
more direct outreach to the Hispanic community, with better liaisons than myself (a white,
monolingual university researcher) would undoubtedly yield more participation.
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Regarding the survey itself, as mentioned above, I would revise the questions to more
directly ask about race and diversity. Or if direct questions are not the answer, perhaps more
research into survey construction would be necessary to glean more accurate answers around
race. With the discoveries from the interviews, I would add new questions about the recentness
of texts, relatability of characters, and pacing of reading to the general survey. It would also be
interesting to compare results across multiple schools in the same district, or to cross-reference
data by income as well as first-languages, although those would both necessitate a more
extensive project. In any case, this survey would be well-worth attempting again, if for no other
reason than to increase the total number of participants.
Personal Goals for the Coming Year
My primary goal with this reading survey goes back to my teaching philosophy, the first
principle of which is to meet the students where they are. I cannot do that if I do not know where
they are. My overarching goal, then, was to learn more about my students. It so happens that I
currently work in a district with a high percentage of Hispanic and current- or former-English
Language Learners. In the sense that I learned more about their reading habits (and those of their
peers), this project was a success.
I still strongly believe that there is a mismatch between the literature that we tend to teach
and the students whom we serve, and that promoting stories by and about people closer to our
students in terms of race, ethnicity, and temporality will be far more likely to spark a love of
reading—or indeed, to get them to read at all—than the traditional canon. The results of the
survey were inconclusive in this regard, although the insistence that novels be more modern and
more relatable speaks to a desire for books that are closer to home. With all of that said, I do
have three personal goals for my next year of teaching:
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Goal #1: Continue to learn more about my students. Outside of formal research, I learn a
little bit more about my students every day (especially since the district has returned to face-toface instruction). From casual conversations, to the research topics they choose to write about, to
cultural references they make (or don’t make), each interaction creates an opportunity to learn.
What I have learned this year is that anime, Marvel movies, and Air Jordan sneakers are the three
most popular cultural artifacts of my current students. Naturally, I will continue to learn with
each new class.
Goal #2: Read more diverse literature. Upon entering the graduate program in teaching, I
set a personal goal of reading or re-reading the canon of high school literature. I quickly
expanded that goal to include reading more works by Latinx authors, and especially popular
young adult novels by authors of color. I used the New York Times bestseller list to generate a
reading list, as well as the Oregon Battle of the Books, local “Everyone Reads” picks, and titles
suggested by recent professional development workshops. (Right at this moment, I happen to be
reading The Poet X, by Elizabeth Acevedo, in paperback, and listening to All American Boys, by
Brendan Kiely and Jason Reynolds, on audiobook.) Needless to say, I have developed a long
reading list, and I have barely cracked the surface. If I want to learn about these “modern,”
“relatable” works, I need to put in the work myself. One gap I recently discovered is that even
though I have generated a list of favorite novels by Latinx authors, I know very little about short
stories. Short stories make excellent whole-class texts, in large part because they are short. I need
to do more work to deliberately seek out short stories by authors of color.
Goal #3: Implement and experiment with new reading material in my own classes.
Despite my own goals and philosophy, during my student teaching this year I found myself
resorting to a fairly white, male canon in my current class, teaching Poe, Shirley Jackson, and
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Neil Gaiman in a short-story unit. (As mentioned above, I need to do more research on short
stories). It is easy, when under pressure and time constraints, to fall back on habits. I was able to
recommend several non-canonical texts to students for individual reading. My goal, then, would
be to teach at least one new, non-canonical novel in my own classes to see how students respond.
Naturally, this will take some thought and planning on my part, and the novel would still need to
fulfill the standards and learning goals for the unit. But if I cannot walk my own talk, then there
would be no point to conducing this research.
Conclusion
The findings from this research project confirmed much of what we already know about
recent teen readings habits from national surveys. This confirmation is actually encouraging; if
the science is not re-creatable, it is not reliable. Some surprises from the data reflect a change in
culture over the last few years, such as social media replacing magazines as a medium of choice.
Other discoveries, such as the fact that large numbers of ELL students continue to read in their
first languages, have important implications for the kind of reading materials we offer students.
The largest question of the survey—on the importance of race and representation to Hispanic and
ELL students—remains ambiguous. However, that ambiguity in itself reveals something about
the mindset of our current students. The question clearly bears further investigation. Unexpected
discoveries, such as the importance of the pacing of reading and the relative relatability of
characters, seems fairly actionable even within the constraints a typical school year. My own
goals are to continue to learn more about my students, read more diverse authors, and put those
authors into the hands of students. I look forward to putting all of these discoveries into action as
I continue my career as an educator.
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From: Western Oregon University Institutional Review Board
To: Jay Gipson-King
Subject: Notification of Rejection - Request for Modification to an Approved Project - Reading
Habits of High School Former English Language Learners
Dear Jay Gipson-King,
Thank you for submitting a request for modification to the project titled "Reading Habits of High
School Former English Language Learners". We have now conducted a thorough review of the
request and, unfortunately, are not able to approve it. We must therefore reject the request and
encourage you to resubmit once major concerns have been addressed.
1. The IRB has discussed this request and determined that we cannot approve the waiver of
parental consent with opt-out notification. While we appreciate the efforts to address each
element that must be met for a waiver of consent, we have ultimately found that a low response
rate is not sufficient to qualify this significant change to the consent process.
2. We do, however, welcome a modification that revises the original consent process to allow for
parents to consent via email. Rather than downloading, signing, and uploading a consent form,
parents may find it easier to simply respond in an email that they consent to their child's
participation in this study.
An explanation of this rejection is provided with this message. If you have any questions, please
do not hesitate to contact the WOU IRB directly via email (irb@mail.wou.edu).
Sincerely,
Taryn Wilson
Western Oregon University Institutional Review Board
http://www.wou.edu/irb
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Appendix B

Survey Instrument & Interview Questions
Survey Questions:
Would you call yourself a Reader?
• Yes
• No
• I don’t know.
Do you enjoy reading?*
• Five-point scale between:
o Yes, very much.
o No, not at all.
Do you think reading is important?*
• Five-point scale between:
o Yes, very important.
o No, not important at all.
What kind of things do you like to read? (Check all that apply).*
• Fiction Books (novels)
• Non-Fiction Books
• Short-stories
• Poetry
• Print Magazines
• Online Magazines or Blogs
• Print Newspapers
• Online News Sources
• Comics / Graphic Novels
• Audio Books
• Other:
What do you like to read about? (Check all that apply)*
• Pure escapism.
• Socially relevant issues.
• News / Current Events.
• Information / Non-fiction.
• Celebrities (Actors, Athletes, Musicians, etc.)
• Animals / Pets / Nature
• People who are a lot like me.
• People who are a lot different from me.
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People my age doing cool or amazing things.
It doesn’t matter as long as there is a good story.
Other:

How often do you read for fun (not for school assignments) for at least 10 minutes at a time?*
• Every day, or as often as I can
• 3–5 times a week
• 1–2 times a week
• 2–3 times a month
• A few times a year
• Never
How many books (including books for school) do you think you read in the last year?*
• None
• 1–2
• 3–4
• 5–10
• 10–20
• 20+
Do you read in a language other than in English?
• Yes (Branching)
• No
Branching: Yes
In which other language do you read:
What kind of things do you like to read in this language?*
• Fiction Books (novels)
• Non-Fiction Books
• Short-stories
• Poetry
• Print Magazines
• Online Magazines or Blogs
• Print Newspapers
• Online News Sources
• Comics / Graphic Novels
• Audio Books
• Other:
How often do you read in this language?*
• Every day, or almost every day
• 3–5 times a week
• 1–2 times a week
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2–3 times a month
A few times a year
Never

Is there anything else you would like to share about reading in this language?
Do you read in any other languages?
• Yes (Branching: If yes, repeat loop).
• No
When selecting something to read, how important is it that the main character (or at least some of
the people in the story or article) is the same sex or gender as you?
• Five-point scale between:
o Very Important
o Not at all Important
When selecting something to read, how important is it that the main character (or at least some of
the people in the story or article) is around the same age as you?
• Five-point scale between:
o Very Important
o Not at all Important
When selecting something to read, how important is it that the main character (or at least some of
the people in the story or article) is the same race or ethnicity as you?
• Five-point scale between:
o Very Important
o Not at all Important
What was your favorite book in elementary school (grades K-5)?*
What was your favorite book in middle school (grades 6-8)?*
What is your favorite book in high school? (grades 9-12)*
What prevents you from reading more? (Please check all that apply.)*
• Nothing. I read a lot.
• Not enough time.
• School work or paid work are more important.
• Games or videos / TV are more fun.
• Athletics or going outside are more fun.
• Reading is difficult.
• Reading feels like homework.
• Reading is boring.
• None of my friends read.
• There are not enough books that I want to read.

Reading Habits of High School Former ELLs
•
•

95

It is hard to find books or stories.
Other:

What would encourage you to read more? (Please check all that apply.)*
• If I had more time / less work.
• If there were more interesting stories.
• If there were more characters I can relate to.
• If there were more characters that look like me.
• If more of my friends were reading.
• If it was easier to find books or stories.
• Nothing; I don’t want to read any more.
• Nothing; I already read a lot.
• Other:
Demographics:
What is your gender?
• Male
• Female
• Non-binary
What is your race/ethnicity?
• American Indian/Alaska Native
• Asian
• Black/African American
• Hispanic/Latino
• Multiracial
• Native Hawaiian/Pacific Islander
• White (non-hispanic)
What was the first language you learned to speak?
What was the first language you learned to read?
Closing:
Is there anything else you would like to share about reading?*
Would you like to take part in a short follow-up interview over Zoom in the next week or two?
This is completely optional. If so, please click on the following link to leave your name and email (your responses to the survey will still be anonymous).

* Corresponds to a question from a previously published survey.
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Interview Questions: Revised March 15, 2021
1. What do you like most about reading?
2. What do you like least about reading?
3. What’s your favorite thing to read?
4. Do you read in any languages other than English?
If so: Can you tell me more about that? What languages? Under what circumstances?
5. What have you read recently for School that you remember? (Novels, short stories, poems?)
6. What did you think of it?
7. What do you want to read more of in school? What would get you excited?
8. Do you think that books by Latinx authors about young, Hispanic people would be
interesting or important? Why or why not?
9. What would you like your teachers to know about your own reading?
10. What, if anything, would encourage or help you to read more?
11. Do you have questions for me?
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Appendix C
Letters of Consent
Subject: Parent Informed Consent for Reading Survey
Subject 2: Help Improve Reading at McKay!
Dear Parents and Guardians,
[A continuación, la traducción en español]
My name is Jay Gipson-King. I am a student-teacher at McKay High School, working with Mr.
Torres. I am also a graduate student at Western Oregon University (WOU). I am curious about
the reading habits of high school students, especially former English Language Learners. I

would like to ask your permission to give a survey to your student about their
reading habits. This survey would help the English teachers at McKay make better decisions
about what kind of books and stories to assign to students.
Please read this letter and ask any questions before you agree to take part. If you agree to give
consent, please click on the link at the bottom of this letter.
What I Will Ask Your Student to Do
If you agree to take part, I will send your student a survey using Google Forms. The survey has
20 questions and should take only 15–20 minutes to complete. The survey will include
questions, such as:
• Does your student like to read for fun?
• What do they read, and how often?
• What motivates them to read?
• What stops them from reading?
• What is their native language, and do they read books in languages other than English?
I will also ask three students to take part in a short follow-up interview over Zoom.
Please note that although the project focuses on former English Language Learners, we need
data from all students to make the results meaningful. In other words, we want ALL students
to take part!
What I Will Do with the Information
First, please know that this survey is voluntary and anonymous. Taking the survey or not taking
the survey will have no connection to your student’s grades.
• The information gathered from the survey will be used to complete my Action Research
Project, called “The Reading Habits of High School Former English Language Learners,”
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as part of my schoolwork at WOU. The survey data may also be used later in a scholarly
publication.
The survey results will be shared with teachers at McKay High School to improve
outcomes for students.
The surveys are anonymous. If the survey data is published, the name of the school will
not be used.
If your student takes part in the follow-up interview, a fake name will be used in all
written materials. Interviews will not be recorded.

Risks and What Will Be Done to Reduce the Risks
Whenever research takes place there are some possible risks involved for you. These are:
1. Privacy: I will need to collect and store your name and the name and school ID# of your
student. It is always possible that someone might see this information who is not supposed
to. This is what I will do to keep your information safe:
a. I will keep the information about you and your student strictly confidential. All data,
including consent forms, will be stored in Google Workspace. Google Workspace is a
secure website that uses a two-step sign-in process. Only myself and my faculty
advisor will have access to the survey data.
b. Once you give consent, the survey itself will be anonymous. I will not know which
student is connected with which survey.
c. If any data from the survey is published, the name of the school will not be used.
d. If your student is interviewed, a fake name will be used in all written materials. The
interviews will not be recorded.
2. Social / Legal: The survey includes questions about race and languages spoken. There may
be a perceived connection between native language and immigration status.
a. There are no questions in the survey that ask about citizenship or immigration
status.
b. Once you give consent, the survey itself will be anonymous. I will not know which
student is connected with which survey.
3. Stress and Anxiety. The survey asks questions about reading habits. It is possible, although
unlikely, that these questions may cause stress or anxiety.
a. The survey is completely voluntary. If the questions cause any undue stress, your
student may stop taking the survey at any time.
Benefits to You for Your Participation
Students and families will receive no direct benefits. However, the results of the survey will
hopefully allow myself and other teachers to become better educators. We especially hope to
better support reading among former English Language Learners and other students. By
learning why students read—or don’t read—we can do a better job assigning books and stories.
Results will be shared with other McKay English teachers in order to spread the benefits across
the school.
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Right to Withdraw from the Project
Taking part in the project is completely voluntary. Your student may choose to not take the
survey or to stop at any time. Not taking part in the project will have no effect on your
student’s relationship with McKay High School or Western Oregon University.
This study has been reviewed and approved by the Institutional Review Board (IRB) of Western
Oregon University. If you have questions or concerns at any time, please contact me, Jay
Gipson-King, at jgipsonking19@mail.wou.edu or 850-445-5843. If you have questions or
concerns about your student’s treatment as a subject, you may contact the Chair of the WOU
Institutional Review Board (IRB) at 503-838-9200 or via e-mail at irb@wou.edu.

Please click here and fill out the form to give your consent.
Thank you very much! With your help, we can make things better for everyone at McKay.
Sincerely,
Jay Gipson-King, PhD
Student Teacher, McKay High School, English Language Arts
Teacher Candidate, MAT Program, Western Oregon University
Estimados padres de familia y tutores:
Mi nombre es Jay Gipson-King, y soy maestro practicante en la Escuela Preparatoria McKay de
lengua y literatura inglesa y trabajo con el Sr. Torres. A su vez, soy un estudiante posgrado de la
Universidad Western Oregon (WOU). Tengo el interés por conocer los hábitos de lectura de los
actuales estudiantes de educación preparatoria, especialmente de aquellos que fueron
aprendices del idioma inglés. Deseo obtener su autorización para aplicar una
encuesta a su estudiante sobre sus hábitos de lectura. Esta encuesta ayudará a los
maestros de inglés de McKay a tomar las mejores decisiones sobre el tipo material de lectura
para los estudiantes.
Antes de autorizar la encuesta, por favor, lea esta carta y realice cualquier pregunta. Si desea
otorgar su autorización, por favor, pulse en el enlace al final de esta carta.
¿Qué le pediré a su estudiante que realice?
Si usted otorga el permiso, le enviaré a su estudiante una encuesta mediante los formularios
Google. La encuesta contiene 20 preguntas y deberá tomar 15–20 minutos para ser contestada.
La encuesta incluirá preguntas tales como:
• ¿Le gusta a su estudiante leer por entretenimiento?
• ¿Qué es lo que leen y con qué frecuencia?
• ¿Qué los motiva a leer?
• ¿Qué les impide leer?
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¿Cuál es su idioma nativo, y leen libros en otro idioma además del inglés?

Para dar seguimiento a la encuesta, le pediré a tres estudiantes participar en una pequeña
entrevista mediante la plataforma Zoom.
A pesar de que el proyecto se enfoca en los estudiantes que fueron aprendices del idioma
inglés, necesitamos los datos informativos de todos los estudiantes para obtener resultados
significativos. ¡En otras palabras, deseamos la participación de TODOS los estudiantes!
¿Qué haré con la información?
Primero, esta encuesta es voluntaria y anónima. Su participación no está relacionada con las
calificaciones de su estudiante.
• La información recabada en la encuesta será principalmente utilizada para finalizar la
investigación sobre mi proyecto titulado “Los Hábitos de Lectura de los Estudiantes que
Fueron Aprendices del Idioma Inglés”, como parte del trabajo de mi posgrado en WOU.
Los datos de la encuesta podrán ser divulgados en una publicación académica.
• Los resultados de la encuesta serán compartidos con los maestros de McKay para
mejorar la motivación y resultados en los estudiantes.
• Las encuestas son anónimas. Si los datos informativos son publicados, el nombre de la
escuela no será utilizado.
• Si su estudiante participa en la entrevista de seguimiento, se utilizará un nombre falso
en todos los materiales escritos. Las entrevistas no serán grabadas.
Los riesgos y qué es necesario hacer reducirlos
Cuando el estudio se lleve a cabo, existe la posibilidad de que usted corra ciertos riesgos. Estos
son:
4.
Privacidad: Para obtener su autorización, necesitaré archivar el nombre y número de
identificación escolar de su estudiante. Siempre existe la posibilidad de que alguna otra
persona vea la información clasificada. Implementaré las siguientes medidas para
mantener segura la información:
e. Mantendré su información y la de su estudiante estrictamente confidencial.
Todos los datos informativos, incluyendo el formulario de autorización serán
archivados en Google Workspace mediante un proceso de la utilización de dos
pasos para su desbloqueo. Solamente yo y mi asesor docente tendremos acceso
directo a los datos de la encuesta.
f. Una vez que otorgue la autorización, la encuesta será anónima. No sabré a cuál
encuesta estará ligado su estudiante.
g. Si cualquier dato informativo de la encuesta es publicado, el nombre de la
escuela no será utilizado.
h. Si su estudiante es entrevistado, se utilizará un nombre falso en todos los
materiales escritos. Las entrevistas no serán grabadas.
5.

Social / Legal: La encuesta incluye preguntas sobre la raza y los idiomas hablados. Puede
haber cierta percepción asociada por el idioma nativo y el estatus migratorio.
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c. No habrá preguntas en la encuesta que cuestionen su ciudadanía o estatus
migratorio.
d. Una vez otorgada la autorización, la misma encuesta se torna anónima. No sabré
a cuál encuesta estará ligado su estudiante.
6.

Estrés y ansiedad. La encuesta hace preguntas sobre los hábitos de lectura. Es posible,
aunque es poco probable, que estas preguntas causen estrés o ansiedad.
b. El cuestionario es completamente voluntario. Si las preguntas causan algún
estrés indebido, su estudiante puede dejar de contestar el cuestionario en
cualquier momento.

Sus beneficios por participación
Los estudiantes y sus familias no recibirán beneficios directos. Sin embargo, los resultados de la
encuesta nos permitirán ser mejores educadores. Especialmente esperamos ayudar en la
lectura a los estudiantes aprendices del idioma inglés y otros estudiantes. Si aprendemos lo que
les gusta leer y qué es lo que leen – o no leen- podremos asignar mejor el material de lectura. A
su vez, los resultados serán compartidos con el personal docente de McKay para compartir los
beneficios con toda la escuela.
Derecho a declinar el proyecto
Es completamente voluntario tomar parte de este estudio. En cualquier momento, su
estudiante tiene la libertad de reusarse a participar o puede abandonar el proyecto; lo cual no
afectará los vínculos del estudiante con la Escuela Preparatoria McKay o con la Universidad
Western Oregon.
Este estudio ha sido analizado y aprobado por el Comité de Revisión Institucional de la
Universidad Western Oregon (IRB, por sus siglas en inglés). Ante cualquier pregunta o inquietud
durante el transcurso del estudio, puede contactarme: Jay Gipson-King, a:
jgipsonking19@mail.wou.edu o llame al: 850-445-5843. Si usted tiene alguna pregunta o
inquietud sobre la manera de tratar a su estudiante como sujeto de estudio, puede
comunicarse con el presidente del Comité de Revisión Institucional de WOU (IRB, por sus siglas
en inglés) al: 503-838-9200 o mediante un correo electrónico a: irb@wou.edu.

Por favor, pulse aquí y rellene el formulario para otorgar la autorización
Muchas gracias por su asistencia. Con su ayuda, podremos mejorar la experiencia educativa
para todos en McKay.
Atentamente,
Jay Gipson-King, PhD
Maestro practicante de la Escuela Preparatoria McKay, lenguaje y literatura inglesa
Candidato a maestro, programa MAT, Universidad Western Oregon

